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ABSTRACT 

During school-based work and placement experiences, student educators come 

into contact with children and young people on an almost daily basis. 

Government guidance dictates that they must contribute to child protection. 

However, little is known about the preparation they receive for this significant 

role in Northern Ireland and current policy regarding child protection training in 

undergraduate curricula is unclear. This study had three main aims: to discover 

whether or not a pre-service child protection training programme would increase 

student educators childhood maltreatment knowledge, to consider the 

differentiated training needs of student groups and to ascertain the perspectives 

of student educators and experienced practitioners regarding pre-service child 

protection training. A theoretical analysis allowed for the development of the 

Child Protection Questionnaire for Educators (CPQE). This was then used to 

'test' student educators' child abuse and neglect knowledge prior to and 

following participation in the Pastoral Pathways Programme, a pre-service child 

protection training programme. The study used multi-method research 

procedures, in terms of combining quantitative and qualitative approaches, and 

the data collection methods consisted of child protection training audit; CPQE; 

vignette; training programme; and focus groups. The research found that 

student educators significantly increased their child abuse and neglect 

knowledge following participation in the programme and that there is a need to 

differentiate training needs of student groups. There was evidence from the 

findings of an urgent need to develop pre-service child protection training in 

Northern Ireland. The study highlighted the need for an inclusive approach to 

the undergraduate curriculum to resolve child protection training inequalities 

and to develop integrated pre-service child protection training in order to 

contribute to child protection in Northern Ireland more effectively. 
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CHAPTER 1: OVERVIEW OF THE THESIS 

1.1 INTRODUCTION TO THE STUDY 

This thesis coincides with the recent publication of the Northern Ireland policy 

statement Safeguarding Children (Office of the First Minister and Deputy First 

Minister [OFMDFM], 2009) and Lord Laming 's Progress Report on Child 

Protection in England (Laming, 2009). These publications, yet again, make 

reference to the important role of education in protecting children, even though 

child protection and education has been examined in the literature for the past 

30 years (8aginsky, 2007) . 

Initially, the most impressive and rich source of evidence related to child abuse 

and neglect came from the US (Finkelhor, 1999; Kempe et ai, 1962). These 

studies were helpful in the UK in the development of child protection work in 

service provision for children of all ages, from pre-school (0-5 years) through 

post-primary (11-18 years) (8aginsky, 2007). Against a backdrop of no 

previous prevalence rates, Kempe et al. (1962) originally estimated that fewer 

than 1,000 children may be victims of physical abuse each year. Violence 

against children had been viewed as a private matter for generations (Korbin & 

Lynch , 2002) and the relatively recent interest regarding the identification and 

prevention of child abuse and neglect in education is due to a shift in public 

awareness and concern fomented by research findings , case reviews and 

training initiatives (Walsh et ai, 2006). It is now recognised that professionals, 

in particular those in education , are in a good position to contribute to child 

abuse and neglect detection and prevention (OFMDFM, 2009) . 

Although progression of work related to child protection is commendable and 

education has been intrinsically expected to play a key part, there is evidence 

that this is slow to happen (Weir, 2007). Little attention has been paid to child 

protection training at the pre-service stage (8aginsky, 2007; Penter et ai, 2005) . 

While availability of pre-service child protection training is increasing, 

effectiveness and efficacy of programmes still represent an understudied 
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domain . Considerable effort has been expended during recent years to assess 

existing , qualified teachers' knowledge, beliefs, and attitudes about child 

maltreatment (Walsh & Farrell, 2008). However, less effort has been made to 

determine pre-service educators' awareness of it and there are no documented 

attempts made to familiarise pre-service educators, through training, about 

childhood maltreatment in the Northern Ireland context. 

Against this backdrop, this research addresses three questions: 

• Will participation in a pre-service child protection training programme 

develop student educators' knowledge? 

• Is there a need to differentiate pre-service child protection training for 

different student groups? 

• What are the views of participants and experienced practitioners on pre

service child protection training? 

There are several reasons why child maltreatment should be included in the 

undergraduate education curriculum. First, many students will come into 

contact with abused and neglected children during their course of study and 

subsequent career (Sinclair Taylor & Hodgkinson, 2001). Learning about the 

topic, including causes and consequences of maltreatment, strategies for 

identifying abuse and neglect, knowing how to respond appropriately, and 

understanding legal and moral responsibilities in education , will potentially 

enable students on placements to contribute to the protection of children and, of 

course, enhance the students' future professional work. Second , improved 

understanding of the impact of maltreatment on children's learning and 

development can lead to the prevention of ineffective responses and 

inappropriate support services for children and young people (Walsh & Farrell , 

2008) . Third , childhood maltreatment is associated with a number of factors, 

including deficits in parenting skills and abilities, social and demographic 

factors , and biological factors (Schweitzer et aI, 2006). Information about these 

factors contributes to students' improved understanding about childhood 

maltreatment and thus enables them to work towards reducing the likelihood of 

the problem for future generations (Baginsky, 2006) . 
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Finally, training for professions such as education , medicine, law and 

psychology has not kept pace with the demands for expertise in child abuse and 

neglect. Education is an essential component of the effort to prevent abuse and 

neglect and in reducing the consequences to children who experience various 

forms of maltreatment (McCallum, 2003). Ensuring the healthy development of 

children and young people, and subsequently their well-being , requires a 

commitment by a diverse group of stakeholders (OFMDFM, 2009). In 

particular, because of their contact with children during practice experiences 

and in preparation for their professional role, it requires that pre-service 

educators become knowledgeable about child protection, maltreatment 

prevention and early intervention. 

1.2 CHAPTER 2: THE IMPACT OF CHILDHOOD MALTREATMENT ON 

LEARNING AND DEVELOPMENT 

This thesis begins with an analysis of the literature related to childhood 

maltreatment and the role of education . The first part of this chapter is framed 

by a psychoanalytic perspective, attachment theory in particular, because it is 

now thought that attachment is linked to early brain development (Ainsworth et 

ai, 1978; Bowlby, 1980; Howe, 2005). This insight has led to an increased 

understanding about the implications of early attachment experience on 

children 's social and emotional development and subsequently on learning and 

teaching (Diamond , 2001 ; Perry, 2001 ; van der Kolk, 2005) . 

Knowledge and understanding of child welfare, and how to respond in the best 

interests of a child to concerns about maltreatment, develops over time and 

should be informed by research , experience and training. Professional practice, 

and when and how to intervene to improve outcomes for children, is derived 

from this understanding (Herman, 1997; Terr, 1991). Hence, the next two 

sections of this chapter provide an examination of what is known about 

childhood trauma in relation to specific types of child abuse and neglect and the 
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impact of trauma on children and young people's academic learning, classroom 

behaviour and social relationships (Cole et aI, 2005) . 

1.3 CHAPTER 3: SOURCES OF STRESS FOR CHILDREN AND FAMILIES IN 

NORTHERN IRELAND 

Understanding children in a social context and how to respond effectively to 

maltreatment requires a thorough understanding of the factors that influence 

stress (Devaney, 2009). This chapter summarises some of the key research 

findings that are associated with stress in the Northern Ireland context. It sets 

the study within the legal and policy context, provides an overview of children at 

risk in Northern Ireland and introduces the concept of children's rights. This is 

followed by three evidence based sources of stress for families: community 

violence in Northern Ireland, poverty and mental health and well-being. A look 

at the significance of these in relation to risk factors for child maltreatment is 

included. 

1.4 CHAPTER 4: CHILD PROTECTION AND EDUCATION 

Protecting children from maltreatment has been outlined in a number of UK 

policy directives (DfES, 2003) and was described in the Children Act 2004 for 

England and Wales as being 'everyone's responsibility' (HM Government, 

2005a, p9). Safeguarding Children in Education (DfES, 2004a) and Working 

Together to Safeguard Children (DfES, 2006) were produced in England to 

support school staff in their safeguarding role and address child protection. 

Scotland saw the publication of Safe and Well (Scottish Executive, 2005), which 

provides guidance for education authorities, schools, school staff and all those 

working with children in an education context. In Northern Ireland , safeguarding 

and child protection guidance was provided through Pastoral Care in Schools: 

Child Protection (DENI , 1999 under revision), the Governor's Handbook: Child 

Protection (CPSSS & DE, 2007) and the recent policy statement Safeguarding 

Children (OFMDFM, 2009). Drawing on this literature and other initiatives, 
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three frameworks are used for the analysis of this chapter: the theoretical 

influences of child protection and education that have shaped modern practices; 

perspectives on child protection training; and the conceptualisation of child 

protection and education within the context of the current debate surrounding 

practice. 

1.5 CHAPTER 5: METHODOLOGY 

This chapter describes the methodology used in the current research study. It 

begins by identifying the research questions then goes on to explain the 

rationale for employing the approach taken. The overall design of the study is 

outlined and the stages of the research are detailed from analysis of the 

literature, through participant assessments and analysis of findings, to the final 

experienced practitioners' consultations and dissemination stage. 

The chapter sets out the qualitative and quantitative research methods to be 

used: child protection training audit with teacher educators; child protection 

questionnaire for educators (CPQE) with student educators; a pre-service child 

protection training programme, the Pastoral Pathways Programme; focus 

groups with student educators; and focus groups with experienced practitioners. 

Each section explains the sampling method employed, outlines the data 

collection method and provides a rationale for its use, describes the piloting 

process where used, and explains strategies for analysis of data obtained. 

1.6 CHAPTER 6: FINDINGS FROM THE CHILD PROTECTION TRAINING 

AUDIT AND THE CPQE 

The following five chapters present and explore the findings from the research. 

First, Chapter 6 addresses the findings from the child protection training audit 

(the audit) and the child protection questionnaire for educators (CPQE) used to 

assess participant knowledge on child abuse and neglect at three different 
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stages: pre- mid- and post-training. Following the introduction, this chapter is 

presented in four main parts: 

1. Findings from the audit to establish existing child protection training 

content 

2. An exploration of the aggregate group CPOE pre-test and post-test 

scores and theme scores 

3. An exploration of pre-test and post-test student group scores in relation 

to six CPOE themes 

4. Between groups scores for six post-test CPOE themes. 

Tables and figures have been used to illustrate the key findings and statistical 

analysis is integrated throughout. 

1.7 CHAPTER 7: FINDINGS FROM THE VIGNETTE PART ONE 

Findings from the vignette, which was attached to the CPOE and completed by 

all participants at all three tests, are reported in two chapters (Chapter 7 and 8). 

Chapter 7 presents the findings in relation to four action points required to 

demonstrate clear knowledge of child abuse and neglect response in an 

educational setting. It has four main sections for each of these action points: 

• recognise a concern and respond to a child; 

• inform a child of internal reporting procedures; 

• report a concern appropriately; and 

• record information and continue to observe a child. 

This chapter reports the aggregate group scores in relation to these action 

points at three tests and how the action points were scored. It then reports 

student group progression of knowledge between three tests. Tables and 

vignette examples are used to illustrate knowledge development in relation to a 

hypothetical situation response throughout. 
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1.8 CHAPTER 8: FINDINGS FROM THE VIGNETTE PART TWO 

This chapter is the second chapter to report the vignette findings. It reports 

student educators' knowledge development for all action points combined 

between three tests. It begins by presenting an overview of how student group 

progression was established. The final section of this chapter reports the 

aggregate group vignette scores for three tests. Tables, figures and vignette 

examples are used throughout. 

1.9 CHAPTER 9: FINDINGS FROM THE STUDENT FOCUS GROUPS 

This chapter is in three parts. Following a brief introduction, it begins by 

presenting the findings under three key themes and perspectives: existing 

concerns, knowledge development and child protection training perspectives. 

The next section , again under three key themes and perspectives, presents the 

findings related to the development of the pre-service child protection training 

programme, a change in mindset of student educators and the need to evaluate 

teacher educator views. The third and final section of this chapter presents 

suggestions made for future research. Direct quotations are used throughout to 

demonstrate the key findings. 

1.10 CHAPTER 10: FINDINGS FROM THE EXPERIENCED PRACTITIONER 

FOCUS GROUPS 

This chapter presents the findings of the experienced practitioner focus group 

discussions. It begins by establishing participants as 'experts' in the field of child 

protection and education by defining the sample group in terms of demographic 

features: employment setting type, designation, qualifications and experiences 

in child protection work and child protection training. Part two of the chapter is 

structured according to the themes raised during the focus group discussion: 
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• limitations in existing pre-service ch ild protection training and educator 

child abuse and neglect awareness; 

• based on content review, the validity of the pre-service child protection 

training programme; 

• appropriateness of the CPQE as a child abuse and neglect knowledge 

assessment tool for educators and expectations of educators' 

maltreatment knowledge development; and 

• the way forward. 

Direct quotations from participants are used throughout to illustrate key findings. 

1.11 CHAPTER 11: DISCUSSION, CONCLUSIONS AND 

RECOMMENDATIONS 

This chapter identifies the five most significant issues in the thesis, emerging 

both from the theoretical frameworks and from the research findings, and 

focuses on discussion of these topics: 

• meeting the training needs of students; 

• assessment of training effectiveness; 

• gaps in pre-service child protection training; 

• developing an appropriate training model; and 

• an inclusive approach to the undergraduate curriculum. 

These issues are addressed in turn and, in each case, findings are presented in 

summary form ; these are then related to the theoretical frameworks of the 

thesis and implications are suggested for aspects of pre-service child protection 

training development in Northern Ireland . Conclusions are also drawn in 

respect of future directions in policy and practice for child protection training in 

the childcare workforce undergraduate curriculum in Northern Ireland. Finally, 

the thesis returns to the three research questions posed at the outset (see 1.1 

above) and concludes by addressing these on the basis of the evidence from 

the research . 
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A Note on Terminology 

1. Because the definition of what constitutes abuse has shifted considerably 

over time, there is a need to clarify the use of terminology within this study. 

Collectively, physical abuse, sexual abuse, emotional abuse and neglect are 

known as child maltreatment (Cawson et aI, 2000). More recently, childhood 

maltreatment has been associated with the term childhood trauma (Cole et aI, 

2005). For convenience, the term maltreatment is used in most cases, 

however, where appropriate, the terms child abuse and neglect (CAN), 

childhood trauma and childhood maltreatment are used interchangeably. 

2. At the time of this study, the participating institution offered one 

undergraduate route into teaching: Bachelor of Education in either primary 

education or post-primary education . The second undergraduate route towards 

teaching was through a Bachelor of Arts in Early Childhood Studies or a 

Bachelor of Science in Health and Leisure Studies; both provided a pathway 

option to apply for postgraduate study in education . All students were expected 

to engage in school-based work and practice experiences. These experiences 

included nursery schools, primary schools, post-primary schools, special needs 

schools , playgroups, private daycares, children's centres and/or leisure centres. 

The term 'school' and 'educational setting' are used interchangeably to 

encompass all of these settings. The term 'educator' is used to provide a 

holistic portrayal of the role of students and professionals in edL.:cational 

provision . 

3. At the time participants in this study went through their degree course (2004-

2007), the concept of 'safeguarding' was (re)emerging; however 'child 

protection' was still the most commonly used and understood term . Although 

both terms, at times, are used interchangeably, the focus of this thesis is on the 

child protection aspect of the wider safeguarding agenda. 
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CHAPTER 2: THE IMPACT OF CHILDHOOD MALTREATMENT ON 

CHILDREN 

2.1 INTRODUCTION 

This chapter summarises what is known about childhood maltreatment and its 

impact on children and young people's learning and development. It begins by 

highlighting the important links between attachment, early brain development, 

childhood maltreatment and resilience. This leads to an analysis of the 

literature relating to childhood maltreatment, particularly in relation to abuse and 

neglect in its various forms. The final part of this chapter explores the impact of 

maltreatment on children's growth and well-being, with particular consideration 

given to academic performance, classroom behaviour and relationships. As 

such, the chapter provides a source of reference for practitioners who have a 

child protection role and a safeguarding duty to children and young people in 

education. Throughout, reference is made to the UK and Northern Ireland 

context but the chapter also draws on international literature and material since 

child protection legal systems and child welfare processes in response to 

childhood maltreatment are similar (Lawrence, 2004). 

2.1.1 Attachment 

There is enough detailed and research-oriented evidence from longitudinal and 

follow-up studies to suggest that the importance of attachment i~ applicable 

across cultures (Bacon & Richardson, 2001). In addition, the vital role of early 

development, including attachment, on the organisation and later process and 

structure of the brain is acknowledged (Schore, 2001). It is when attachment is 

impaired as a result of abuse and neglect, that these brain structures are less 

likely to develop. It is now widely recognised that attachment has far reaching 

implications for children 's emotional well-being , their ability to cope effectively 

with stress, and the ability to develop healthy relationships , and cognitive 

development (Howe, 2005). 

10 



Early attachment theory is synonymous with the work of Bowlby (1969, 1973, 

1980). He proposed that a healthy and secure attachment develops as the 

primary caregiver responds sensitively and consistently to the child's needs 

(Bowlby, 1988) and that this relationship will affect the behaviour of children. 

Subsequently, this behaviour impacts on later relationships and interactions 

with the environment, including education (Geddes, 2003). The caregiver-child 

relationship, whereby sensitive and appropriate parenting gives young children 

the impression they are safe, will result in children trusting their caregiver to 

protect them and to meet their needs while they explore the environment 

(Nievar & Becker, 2008). Over time, children internalize this security and 

feeling of safety, forming internal working models of the relationship, described 

as the unconscious representation of the attachment figure and the child 

(Bowlby, 1988). These internal working models are then thought to be 

'encoded ' as neural pathways in the brain (Siegel , 1999). 

Once the internal working models are formed , attachment becomes mostly 

stable, although the quality of the attachment may be affected by changes in the 

relationship or life circumstances (Iwaniec, 2004) . When young children have 

less sensitive caretaking displayed by inconsistently available or unavailable 

caregivers , who respond to their children with hostility or heightened anxiety, an 

insecure attachment is formed (Bolen , 2005). Models of attachment behaviour 

that children develop were defined by Ainsworth and Wittig (1969) through 

observations in the strange situation procedure. This procedure identified 

distinct categories of attachment behaviour which were basically secure or 

insecure. Developing the strange situation test, Ainsworth et al. (1978) 

observed children 's responses when they were reunited with their mothers 

following a brief separation and identified three categories of attachment as 

secure, insecure-avoidant and insecure-ambivalenUpreoccupied. 

A fourth classification , disorganised-disoriented , which could not easily 

categorize children , was added by Main and Solomon (1986). The concept of 

selective attunement, described by Bacon and Richardson (2001, p378) as 'an 
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intuitive process by which the caregiver's responses regulate the intensity of the 

child's affective state and shape the child's experience of self and others', was 

added by Stern (1995) . Howe et al. (1999) describe research and theoretical 

developments of attachment theory across the lifespan, illustrating how 

relationships provide key experiences that connect children's social and 

personal worlds. It is when these relationships are not developed due to early 

attachment difficulties that children's progress may be hindered. 

Rutter et al. (2009) explain how attachment is an important part of social 

relationships, therefore it may be expected that difficulties with social 

functioning will increase the risk for psychopathology. While it is difficult to 

determine the damage to an area of development that is not palpable or 

physical, attachment research points towards important links in interpersonal 

styles and later school and social behaviour (Perry et aI, 2002; Pynoos et aI, 

1996). The consensus of research is that anxious attachment increases the risk 

of later social and emotional problems, and that this occurs more often in 

maltreating situations (Bacon & Richardson, 2001). 

Others have found that children who had secure attachments to adults and a 

positive outlook on life were usually more socially competent. Using the 

concept of social competence, developed by Webster-Stratton (2004), Cicchetti 

et al. (1989) demonstrated how children were able to develop the solid 

foundations necessary for adapting well in other environments. The authors 

explained the relevance of attachment theory to children's readiness for school: 

... the infant's early experiences of care, profoundly influence both the 
acquisition and integration of later developmental competencies, such as the 
formation of positive peer relationships, adaptation to the classroom, and the 
motivational orientation to achieve (Cicchetti et ai, 1989, p38). 

Conversely, negative expectations and assumptions are created when children 

experience poor attachments. Several authors have described the adverse 

relationship between poor attachments, likely to occur in maltreating situations, 

and later development (Bevans et aI, 2005), the ability to learn (Carlson et aI, 
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1997; Cole et aI, 2005), emotional intelligence (Lansford et aI, 2002) and the 

ability to form relationships with others (Pynoos et aI, 1996) . 

Another example is evident in the early work of Egeland et al. (1983). Their 

study found links between early attachment styles and later behavioural 

problems in pre-school. When considering the children who showed marked 

increase in maladaptive patterns of functioning from infancy through pre-school, 

Egeland et al. (1983) claimed that this detrimental outcome was because of 

psychologically unavailable mothers. They claimed that these children, who 

were emotionally neglected, were avoidant of their mother, angry, non

compliant, and highly dependent (Egeland et aI, 1983). 

Other evidence to this effect is presented by Iwaniec (2004) who describes the 

effects of anxious/ambivalent attachment on children 's developmental 

outcomes. When a carer's behaviour is neglectful, unsupportive, disorganised, 

insensitive and dismissing, the child will present as confused, passive, 

detached, and withdrawn and will have poor self-confidence and socialisations 

(Iwaniec, 2004) . By way of contrast, a longitudinal study found that young 

children who had a secure attachment with their primary caregiver had a greater 

concentration span and were more grossly involved during their play activities 

(Main , 1983). Through play, the main medium for learning, children will develop 

a sense of curiosity, a skill in exploration and they will learn to be motivated and 

express themselves (CCEA, 2007a) . However, anxious attachment patterns 

will undermine the development of these capacities in young children (Schore, 

2003) . 

Attachment behaviour brings young children into close proximity to their primary 

carers , traditionally mainly their mothers but more recently fathers and/or other 

caregivers. It is at this stage that children learn about themselves and other 

people, and social life in general (Geddes, 2003) . Therefore, those who work 

directly with children and are concerned about their developmental well-being 

must understand the behaviour of interactions between individuals and their 
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experiences, and how these interactions impact on development (Howe, 2005; 

Howe et aI, 1999). Although the quality of relationships will vary from family to 

family, it is when the relationship becomes adverse that children 's ability to 

develop sound emotional and social understanding is negatively affected . In 

Bowlby's (1980, p242) terms, a person who has experienced a secure 

attachment and is faced with potentially alarming situations 'is likely to tackle 

them effectively or to seek help in doing so'. Alternatively, children whose 

needs have not been met adequately perceives the world as 'comfortless and 

unpredictable and responds ... by shrinking from it or doing battle with it' 

(Bowlby, 1973, p202) . This is further exasperated when traumatic events, such 

as abuse or neglect, occur in the context of close familial relationships , resulting 

in changes in physiological , cognitive , behavioural and social functioning (Perry, 

2001 ). 

2.1.2 Early Brain Development 

The growing body of knowledge and evidence regarding the links between 

maltreatment and early brain development suggests that the way in which 

adults relate and respond to young children can 'directly affect the formation of 

neural pathways' (Shore, 1997, p4) . It was in the early 1960s that investigators 

began to speculate how environmental influences might be capable of altering 

the brain structure (Diamond , 2001). During this period , neuroscientists found 

that the cerebral cortex was powerfully shaped by experiences before birth , 

during childhood and youth , and indeed throughout life (Bennett et aI, 1964). In 

other words , the effects of the environment, i.e. the level of enrichment or 

deprivation , could alter the cerebral cortex and , in turn , shape the memory and 

learning ability of animals. 

In her later work, neuroscientist Diamond and colleagues observed a range of 

interaction styles between adults and young children , concluding that these 

interactions influenced the brain 's growth and development (Diamond & 

Hobson, 1998). Investigating the determinants of children 's academic 

successes and difficulties, Diamond (1999) found that children needed to be 
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presented with an atmosphere which enhanced their motivation and creativity, 

stimulated their imagination and offered opportunities to obtain information. 

Given that adults play a very active role in children 's brain development and in 

shaping their behaviour, she warned that when offered only a non-enriched, 

impoverished environment, academic success was restricted (Diamond, 1999). 

Aubrey et al. (2002) add to the argument that impoverished or stressful 

environments can be damaging to human brain development and that evidence 

points to impaired development of the hippocampus, part of the limbic system 

that is crucial to memory, storing facts and the retrieval of verbal and emotional 

memory (Creeden, 2008a) and the amygdala which is responsible for anxiety, 

fear and emotional information processing (see Figure 1.1). 

Figure. 1.1 Brain functioning and dynamics involved in problematic or abusive behaviour 

(Source: Creeden (2008a) Reprinted with permission) 

Hippocampus 

Amygdala 

Glaser (2000) argues that secure early attachments have demonstrable positive 

effects on brain development and emphasises the importance of an enriched, 

stimulating early childhood environment, in conjunction with the use of positive 

emotional support in educational settings (Blakemore & Frith, 2000). Of the 

vast number of animal studies that yield results of interest to human research, 
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those that show the impact of the environment on brain development and 

behaviour are of greatest significance to educators (Creeden , 2008a) . It is not 

always possible to control all of the experimental variables-at work in humans; 

however, the few human studies that have been carried out suggest that there 

are measurable benefits to enriching an individual's environment (Diamond , 

2001 ; Dickinson, 2000; Hart et ai, 1995). At the very least, these studies show 

that there are many opportunities for enhancing brain activity and behaviour at 

all ages, and that they can have pronounced effects throughout the life span. 

2.1.3 Childhood Maltreatment and Brain Development 

The impact of maltreatment on childhood development is not a new concept. A 

considerable body of neuroscientific knowledge, produced during the 1980s and 

the 1990s, supports the importance of an enriched, stimulating , trauma-reduced 

environment for human development (Carlson et ai, 1997; Cicchetti et ai, 1989; 

Diamond & Hobson, 1998; Herman, 1997; Nelson & Carver, 1998; Shore, 1997; 

Terr, 1991). In particular, the early work of Perry (1994a, 1994b, 1996), 

explored the relationship between maltreatment and brain development. He 

concluded that childhood maltreatment literally changes the shape of the brain 

which , in turn , impacts on holistic development and human growth. Most of the 

conclusions drawn from these studies are similar: when trauma occurs during a 

child's pre-school and school years, the most crucial period for growth and 

development (Yelland , 2005), psychological and behavioural problems are more 

likely to occur later in adolescence and into adulthood (Connor et ai, 2003 ; 

Williams, 2007). 

The risk for children who experience maltreatment and who routinely operate in 

survival mode is that when a threat to their safety is perceived , it has been 

suggested that their brains will trigger a complex set of chemical and 

neurological events known as the stress response (Bevans et ai, 2005). 

Through the sympathetic nervous system, the stress response activates a 

natural instinct to prepare to fight, to flee from the unsafe event, or to freeze 

(Creeden , 2008b) . During this time there is heightened anxiety arousal and 
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vigilance for expected imminent danger (Co hen et ai, 2002) . In addition, the 

physiological responses include increased heart rate and blood pressure, 

sweating , blood coagulation and blood flow away from the heart, brain and 

skeletal muscles (Perry, 2000) . Even though these responses to stress are 

constructive and should be used to help children feel safe, when a child lives in 

continual stress or fear, survival responses can become a regular mode of 

functioning (Perry, 2001) . What this means to the maltreated child is that they 

may react to the world as if they are in danger even when dangers are not 

present. 

Perry et al. (2002) explain this reaction to the world in terms of developed areas 

of the brain and frequency of use. When children live in a constant state of fear, 

the areas of their brain controlling the fear response, the amygdala, can 

become overdeveloped (see Figure 1.1). These areas of the brain direct 

behaviour and are different from those active in calm states. Unfortunately it is 

these calm but less developed active states of the brain that are required for 

academic learning (Perry et ai, 2002). 

Streeck-Fischer and van der Kolk (2000) provided a parallel between childhood 

maltreatment and brain development. In addition to physical , sexual and verbal 

abuse, they listed factors leading to childhood trauma: belittling , degrading or 

ridiculing a child ; making the child feel unsafe, including abandonment; failing to 

express affection, caring or love; and neglecting mental health, medical or 

educational needs (Streeck-Fischer and van der Kolk, 2000) . While Murry and 

Fortinberry (2006) acknowledged and accepted these factors are related to 

childhood trauma, they added criticism and failure to praise, failure to listen to 

children 's opinion and failure to take interest in activities. They included these 

factors as abusive since: 

... praise and encouragement are crucial to a child 's sense of competence and 
emotional security and absence of positive feedback can be extremely 
damaging to a child 's self-esteem (Murry & Fortinberry, 2006, p2) . 
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The evolving understanding of neurodevelopment highlights the most important 

aspect of working with childhood maltreatment, i.e. the importance of giving a 

safe and supportive environment in which the child's fundamental needs for 

emotional security and physical safety are met, and the fact that the damage 

that maltreatment causes can be mitigated and alleviated. 

2.1.4 Post Traumatic Stress and Resilience 

Most researchers agree that childhood maltreatment lies at the root of many 

emotional and psychological illnesses, and most long-term depression and 

anxiety, altering the very chemistry and physiology of the brain itself (Creeden , 

2008a). Yet among professionals, there is sometimes a lack of understanding 

over what exactly constitutes childhood maltreatment and the resulting trauma 

symptoms. The special challenge of dealing with maltreatment within the 

school context necessitates the creation of climates that are supportive both to 

victims of abuse and to the educators who teach maltreated children (Cole et aI, 

2005) . 

Much of the insight into responding to trauma symptoms is owed to Judith 

Herman. In her ground breaking book Trauma and Recovery (1992), she 

emphasised the importance of a supportive community while highlighting the 

different types of trauma that may be experienced. She made ref3rence to 

Terr's (1991) definition of Trauma-Type 1, where children are exposed to a 

single trauma , and Trauma-Type 2, where children are exposed to a series of 

traumatic events or a prolonged stressor. This raised the question of whether 

children who suffered one type of trauma compared to multiple traumata should 

be assessed differently or in fact if their symptoms would differ. 

Kasiram and Khosa (2008) provide a more recent overview of trauma definitions 

and effects. They draw on the work of Bentovim and Davenport (1992, p33) 

who described trauma as coming 'from a Greek word meaning to pierce, 

commonly referring to physical injury'. Post traumatic stress disorder (PTSD), 

the most 'common category used to describe symptoms of emotionally 

18 



traumatic experiences ' (Kasiram & Khosa, 2008 , p222) , was introduced as a 

formal diagnosis in the Diagnostic and Statistical Manual (DSM Ill) (American 

Psychiatric Association , 1980) for adults. Until the diagnosis of PTSD was 

extended to children and young people in 1987 (American Psychiatric 

Association , 1987), post traumatic symptoms in children were evaluated using 

criteria designed for adults by simplifying language and concepts. Similar to 

Terr's (1991) definition of trauma , the DSM III made reference to Type 1 

traumas as being unexpected and overwhelming experiences and Type 2 

traumas as ongoing and repeated events. Because people exposed to 

unexpected or overwhelming experiences oftentimes fail to develop PTSD 

(Friedman , 2003) there has been a re-shift in diagnostic assessment to include 

the person's response to the event rather than focusing on the event alone. 

Thus, the DSM IV and the DSM IV revised (American Psychiatric Association , 

2000) include the person 's response to the event, as well as the type of event, 

in trauma type definitions. 

Another challenge for educators is that there is little consensus over measures 

of trauma related symptoms, and confusion between post traumatic stress 

symptoms (PSS) and PTSD. For example, Hawkins and Radcliffe (2006) 

reviewed measures of PTSD and PSS for children and adolescents in 65 

articles published in child mental health journals within the discip:ines of trauma , 

child psychology and paediatrics between 1995 and 2004. They found 

considerable differences in the diagnostic tests used to measure both , ranging 

from length of training to either administer or analyse the test, to duration of 

observable symptoms. They recommended a multi-method approach to 

assessment, including the use of teacher reports to help provide more 

comprehensive information (Hawkins & Radcliffe, 2006) . 

However, educators may be reluctant to become involved in such clinical 

assessments, especially if they do not fully understand the nature and impact of 

trauma in chi ldhood. Adding to the definitional confusion , Finkelhor et al. (2007) 

refer to multiple experiences of trauma as polyvictimisation , suggesting that it is 
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not the individual type of trauma which determines the outcomes but in fact the 

extent and range of experiences relating to trauma that predict behaviours. 

These behaviours, of course, will vary from child to child and very often depend 

on levels of resilience. 

Developing professional understanding of resilience has been attributed to the 

work of Rutter (1987 , 1993, 2006a, 2006b). Though definitions abound, there is 

still uncertainty about the way it is conceptualised. Masten (2001), for example, 

describes professional knowledge of resilience as rudimentary, while Unger 

(2003) suggests that the concept of resilience is arbitrary. Despite these 

conceptual confusions, Rutter (2007, p205) argues there is enough research 

evidence on resilience to imply it is a 'relative resistance to environmental risk 

experiences or the overcoming of stress or adversity'. He adds that resilience 

will function in alternative ways for different age groups and in alternative ways 

for the same individual at different periods of time (Rutter, 1993). Current 

evidence also makes clear that while some children require professional help to 

deal with trauma related PTS and PTSD, many cope effectively with adversity 

and continue to master the developmental tasks appropriate for their age 

(Collishaw et aI, 2007) . 

A tentative consensus in the literature appears to be that there is a shared 

sense of protective factors that best predict resilience in children : a sense of 

secure base, supportive relationships and a positive academic and non

academic school experience (Gilligan, 2006) ; social and interpersonal skills, 

communication skills , the ability to problem solve and manage feelings (Masten , 

2001) ; and personality traits including inner strength, self-esteem and empathy 

(Jaffee et aI, 2007) . Unfortunately, many adults, including educators, do not 

know about resilience or how to promote it in children (Cefai , 2004; 2007) . 

Section Summary 

Exploring the association between childhood experiences and early brain 

development has the potential to enhance professional understanding of how 
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children learn and , perhaps more importantly, the adversities that may prevent 

learning from occurring . The family background and attachment relationships of 

maltreated children are also likely to be important, i.e. most studies suggest that 

adaptive outcomes are likely to be associated with sensitive, caring and safe 

home environments. Children and young people at different developmental 

levels may react to a traumatic or abusive event in many ways. Cognitive 

impairment and behavioural or relationship difficulties are observed frequently 

and vary according to the duration, severity and nature of the abuse. A key 

point in human development studies suggests that when children or adults are 

subjected to consistent but moderate stress, they create resilience. Conversely, 

when exposed to sudden , unpredictable, chronic stress, this creates deficits and 

vulnerability to future life stressors. Clearly, education professionals need to 

understand the impact of childhood maltreatment and more specifically, 

recognise it when it occurs. 

2.2 UNDERSTANDING MALTREATMENT: CHILD ABUSE AND NEGLECT 

Knowledge and understanding of child maltreatment, and how to respond in the 

best interests of a child to concerns about abuse, develops through experience; 

yet practice is equally informed by research. This section of the chapter is 

introduced by presenting an overview surrounding the complexities involved in 

child maltreatment research and statistics. Since childhood maltreatment lies at 

the heart of this thesis , the sections to follow provide an indepth analysis of the 

literature relating to the different types of abuse, mainly physical , sexual , 

emotional abuse and neglect. Recently, domestic violence and bullying have 

received attention in the child abuse literature; these have therefore been 

explored also. 

2.2.1 Complexities of Maltreatment Research and Statistics 

The main sources of data on the extent of child abuse and neglect in the UK, 

including Northern Ireland are the Child Protection Register (Hall , 2007) , 

children referred to child protection services (DoH , 2001 ; DHSSPS, 2007a) or 

substantiated child abuse cases (Creighton , 2004). Other means of data 
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collection include the use of prevalence studies, the number of adults reporting 

abuse as children; or incidence studies which refer to the number of cases 

occurring in a defined population over a year (Creighton, 2004). These types of 

reports strengthen and extend earlier studies (Hobbs, 2005). 

However, since a range of different definitions and study methods are employed 

in child maltreatment research, practitioners and researchers should treat 

prevalence and incidence rates with caution. Another complexity with 

maltreatment research and statistics is that they only inform about what is 

actually reported. Creighton (2004, p1) describes the popular analogy used for 

child maltreatment as that of an iceberg, 'where only a portion of the whole is 

visible'. In essence, effective response to child maltreatment and childhood 

trauma requires not only an understanding of prevalence and incidence rates, 

but, in the first instance, educators need to know what child abuse is, recognise 

it as a traumatic event and understand the impact it may have on childhood 

development. 

2.2.2 Physical Abuse 

Current procedures for protecting children from physical abuse stem from the 

work of Henry C. Kempe and colleagues in the US, who first drew attention to 

'battered child syndrome' during the 1960s (Kempe et aI, 1962). In the UK, the 

definition 'battered children' was published in a retrospective study of children 

referred to the National Society for the Prevention of Cruelty to Children 

(NSPCC) (Skinner & Castle, 1969). This led to widespread consultation with 

concerned professionals about the problem of childhood physical abuse 

(Creighton, 2002). Following the death of Maria Colwell in 1973 caused by her 

step-father, the DHSS (1974) issued guidelines on the management of 'non

accidental injury to children'. A more detailed definition of physical abuse, 

alongside definitions of other forms of abuse, was later used for placing the 

names of children on the Child Protection Register (CPR): 

Physical abuse may involve hitting , shaking , throwing , poisoning , burning or 
scalding , drowning , suffocating , or otherwise causing physical harm to a child 
(DoH , 2001 , p41) . 
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However, the physical abuse of children has a long history (Creighton, 2002) . A 

century before physical abuse of children was uncovered as a paediatric and 

public health problem by Kempe et al. (1962), Ambroise Tardieu (1860), a 

French forensic physician, studied and described almost every form of child 

maltreatment during the late 1800s (Roche et aI, 2007). In his forensic study on 

cruelty and maltreatment of children, Tardieu described the consequences of 

extremely poor working and living conditions on children's physical and mental 

health. 

Unfortunately, these findings did not convince his peers of the prevalence of 

abuse nor indeed the consequences to children. Moreover, children were 

condemned to suffer maltreatment for another century because his successors 

in forensic medicine did not believe children's allegations of physical and sexual 

abuse by their parents and family (Labbe, 2007). It was not until the middle of 

the twentieth century that American paediatricians and radiologists reported 

child abuse in different forms. For instance, despite denials by parents, Caffey 

(1946) suspected a traumatic origin for multiple fractures in six infants. 

Silverman (1953), who was later to work closely with Kempe, identified what is 

now termed physical abuse, claiming that fractures in a child with a normal bone 

structure were caused by unrecognised trauma. Caffey (1957) again urged his 

medical peers to be aware of false histories given by parents and to recognise 

that multiple fractures may in fact be caused by physical abuse. It was five 

years later that the clinical description of physical abuse in children, i.e. battered 

child syndrome (Kempe et aI, 1962), led to perhaps the most significant creation 

of protection laws for children in the US (Roche et aI, 2007). 

A large number of children who experience physical abuse suffer both short and 

long-term consequences, such as traumatic brain injury (Shah et aI, 2005). The 

problem with diagnosis is that inflicted traumatic brain injury is not easily 

identified because a variety of accidental injuries can look very similar (Hymel, 

2005; Shah et aI, 2005) and victims are usually too young to report what 

happened to them (Christian, 2007). Moreover, inflicted traumatic brain injury is 
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not usually witnessed and even when it is, caregivers rarely provide an honest 

history when the injury has been inflicted (Shah et aI, 2005). 

In an effort to overcome research limitations and to improve understanding of 

the pathophysiology of traumatic brain injury, Laskey et al. (2007) provided a 

number of hypothetical scenarios to paediatricians and pathologists. The aim of 

their study was to gain the initial impression of participants regarding whether 

the injury in the scenario was clearly inflicted, clearly unintentional or fell 

somewhere in between . Witnessed and confessed shaking was defined by the 

majority as clearly inflicted ; however participants rarely agreed on their initial 

impression of the cases. In fact, a majority agreement was reached in only half 

of the scenarios provided . Laskey et al. (2007) explain these variations in 

response to the differences in training, experience and child maltreatment 

knowledge, making standardisation of definitions of this type of physical abuse 

across disciplines problematic. 

Few have studied perpetrators of inflicted traumatic brain injury (Starling et aI, 

2004 ; Starling & Holden, 2000); less attention has been given to the 

characteristics of perpetrators of other physical abuse types, for example 

inflicted skeletal trauma. To address this gap, Starling et al. (2007) 9xamined 

all cases of child physical abuse reported to the University Medical Center in 

Vanderbilt, US between January 1996 and August 2000 , and reports made to 

the Children's Hospital in Denver, US between January 1996 and December 

1999. The authors were able to determine the relationship of the perpetrator to 

the child in 79% (n=153) of the sample. Although bruises and/or abrasions 

were the most commonly reported type of injury (42 .8%) , this was followed by 

head trauma in 23 .2% of the cases. Similar to previous studies (e.g. Starling & 

Holden, 2000) , biological fathers were revealed as the most likely perpetrator of 

head injuries. Starling et al. (2007) concluded that the majority of men, most 

often biological fathers , possibly injured younger children in this way because 

they were less familiar with normal child development and they had 

unreasonable expectations regarding their own physical abilities. However, the 
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authors also noted the increased number of mothers who inflicted skeletal 

fractures on their children and suggested that mothers may be more inclined to 

do so due to the frustrations of everyday parenting (Starling et aI, 2007) . 

Another previously un-described form of child physical abuse has come to the 

attention of the medical profession . Krugman et al. (2007) describe how foreign 

body aspiration in children, commonly seen in emergency departments, can 

carry a significant mortality rate; yet abusive foreign body suffocation is not as 

well explored in the child abuse literature. They reviewed four cases of infants 

who presented with aspiration of baby wipes, recommending that cases such as 

this should be considered as likely victims of child abuse (Krugman et aI, 2007). 

Albeit small in numbers, these findings are important for a number of reasons: 

links have been made between physical abuse of children and lifetime 

psychological distress (Hughes et aI, 2007), and physically abused children 

oftentimes have poor physical and intellectual development, and more difficult 

and aggressive behaviours, compared to their non-abused peers (Creighton , 

2004). Although the impact of childhood physical abuse on adult behaviours is 

controversial and often contradictory in terms of prevalence, adults experiencing 

persistent violence during childhood frequently exhibit diverse 

psychopathologies (Perry, 2001 ; Schweitzer et aI, 2006) . 

Others have researched possible links between physical abuse of children and 

child abuse fatalities. Cavanagh et al. (2007) examined the backgrounds of 

fathers who fatally abused their children and the contexts within which these 

homicides occurred . Out of 26 cases of child deaths perpetrated by fathers, all 

but one had suffered physical abuse prior to the killing (Cavanagh et aI, 2007) . 

In fact, physical abuse has been identified in a number of child abuse fatality 

inquiry reports both in the UK and elsewhere (Laming , 2003). 

Northamptonshire Local Children Safeguarding Board (DoH , 2008) , for 

example, reported the circumstances surrounding the death of Jessica Randall 

in November 2005 aged only 54 days. The post mortem examination found that 
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all of her ribs had been damaged and that some of her physical injuries were 

more than seven days old, as well as find ing '20 group or single injuries which 

were in keeping with non-accidental injuries in the form of blunt trauma' (DoH, 

2008, p6) . 

Follow-up studies of physically abused children have shown a number of risk 

factors for poorer physical and intellectual development (Creighton, 2002), more 

difficult and aggressive behaviour resulting in poorer relations with peers, and 

an array of psychological and somatic symptoms in adult life (Springer et ai, 

2007). In addition, physical abuse occurs in both males and females (Cawson 

et ai, 2000). Clearly more research into the effects of physical abuse is 

required; however, all studies to date suggest that exposure to physical abuse 

in childhood can alter brain development and that, according to experts in the 

field such as Bevans et al. (2005), Perry et al. (2002) and van der Kolk (2005), 

long-term consequences are thought to be more prominent if the violent abuse 

is early in life, severe and chronic. 

2.2.3 Sexual Abuse 

According to Hulme (2007) , measurement of child sexual abuse (CSA) poses a 

research challenge because researchers tend to define CSA severity in different 

ways , and thus measurements of the subsequent impact on development may 

also differ. Irrespective of these limitations, CSA is the most researched area 

among child maltreatment with regard to prevalence and impact (May-Chahal & 

Cawson , 2005) and is described as involving 'sexual violation , exploitation , 

manipulation, or coercion' (Araji , 1997, p129). 

Adams and Bukowski (2007) found that, although a main outcome of CSA was 

anxiety, the quality of the mother-child relationship superseded this main effect. 

Central to their findings was a relatively small association between CSA and the 

number of diagnosed anxiety disorders when the mother-child relationship was 

supportive and the number of friend relationships was high . Other studies also 

revealed that supportive relationships potentially buffered the effects of CSA 
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(Hyman & Williams, 2001 ; Murthi & Espelage, 2005) . Banyard and Williams 

(2007) found that, more generally, the level of resilience, including supportive 

relationships among CSA victims, helped in the recovery process as well as in 

the prevention of re-victimisation in early adulthood . 

A much less well documented area of CSA is sexual abuse of children 

perpetrated by women . To raise awareness of female sex offending, Bunting 

(2005) examined policies and practices within the child protection system in the 

UK and Northern Ireland. The report found that females were responsible for 

up to 5% of CSA and that these offences often had a wide range of negative 

consequences for children, including betrayal, stigma and an increased sense 

of isolation. Significantly, the report highlighted a need for increased 

professional awareness and training because female CSA was shown in the 

literature, at times, to be taken less seriously than male perpetrated CSA 

(Bunting, 2005). More recently, Peter (2009) compared male and female 

perpetrators of CSA in Canada and found a female CSA prevalence rate of 

nearly 11 %. It is uncertain how accurately studies of this kind describe the 

entire population of female abusers and, as Peter (2009) suggests, the 

knowledge base is inadequate to draw any definitive conclusions around female 

CSA. 

Christopher et al. (2007) considered a possible link between childhood 

victimisation and female CSA. They included 61 women convicted of sexual 

assault and 81 women who had committed crimes other than sexual 

victimisation in their study. All women were incarcerated in a women's 

correctional facility in the US. The authors used the childhood trauma 

questionnaire (Bernstein et ai, 1994), a 28-item scale, to identify traumatic 

experiences in the women's childhoods. Participants in the sexual offender 

group reported more frequent and severe instances of CSA. Similar to other 

studies (e.g. Vick et ai, 2002) , personality disorders among all the women in 

Christopher et aI's. (2007) study was also associated with CSA experiences. 
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Others have explored the relationship between CSA and academic 

achievement. Buckle et al. (2005) used both academic testing and self-report 

measures with 81 psychiatric inpatients, aged between 12-18 years. Similar to 

subsequent studies (e.g. Finkelhor et aI, 2007) , Buckle et al. (2005) found no 

significant relationship between CSA alone and academic achievement. 

Because they had included other known risk factors, namely other types of 

maltreatment, perception of parenting received , socio-economic status, 

substance abuse and psychopathology, Buckle et al. (2005) were able to 

identify physical abuse and physical neglect, rather than CSA, as risk factors 

directly linked to poor academic achievement. 

A theme that has recurred in this research area has been a concern that 

exposure to CSA has been associated with a number of short- and long-term 

consequences, including adult psychiatric and substance use disorders 

(Christopher et aI, 2007; Kendler et aI, 2000; Kendler et aI, 2004); an increased 

sense of isolation (Bunting , 2005); and increased levels of depression , social 

anxiety and personality disorders (Nelson et aI, 2002). It may be expected that 

such difficulties with social functioning will be associated with disturbances in 

behaviour, developing relationships in the educational setting and some aspects 

of academic learning (Cole et aI, 2005) . 

2.2.4 Emotional and Psychological Abuse 

Interestingly, a review of Child Abuse & Neglect: the International Journal for 

the two-year period between March 2006 and March 2008 found no publications 

on emotional or psychological abuse or maltreatment of children . A similar 

picture emerged in Child Maltreatment, which published only three articles over 

the same period related to this type of abuse. This may be due, in part, to the 

fact that emotional abuse and psychological abuse are the two most difficult to 

define (O'Hagan, 2006). They are challenging in terms of identification since 

there are no physical symptoms or scars, in terms of reporting since there is a 

clear lack of definitional boundaries and because this type of abuse rarely 

reaches a court of law for prosecution (Cawson et aI, 2000). Egeland (2009, 
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p22) contends that emotional abuse of children has not received the attention of 

other forms of abuse as it is often 'assumed that the consequences of emotional 

abuse are not as severe as those of more obvious forms of maltreatment'. 

While criteria vary, legal definitions and research broadly consider emotional 

abuse to consist of behaviours that are persistent and repetitive in nature and 

'negate a child 's developmental and social needs, self-worth and self-esteem' 

(Iwaniec et ai, 2006, p74). 

Glaser (2002) adds harsh discipline, denigration , conditional parenting, 

emotional unavailability and insecure attachment as being emotionally abusive 

behaviour. She also highlights the great confusion between the terms 

emotional and psychological abuse because they are frequently used 

interchangeably (Glaser, 2002) . According to O'Hagan (2006) , in some cases a 

child may suffer one but not the other, as for example, in the cases of Ruth 

Lawrence and Sufiah Yusof. Both children gained entrance to Oxford University 

at the age of 12 and later in life revealed the ongoing emotional abuse they had 

experienced at the hands of their parents. Since the girls' academic 

achievements were extremely high, O'Hagan (2006) concluded that they had 

experienced favourable psychological development and functioning , and thus 

suffered emotional but not psychological abuse. An enhanced definition of the 

terms would clarify the confusion of the category mistake made by O'Hagan. 

Commonly, the term psychological refers to an overarching category that 

includes emotional , cognitive , social, and behavioural as sub-categories. As 

such , the psychological abuse suffered by Ruth Lawrence and Sufiah Yusof 

was emotional but not cognitive. As Manly (2005 , p434) points out, emotional 

abuse is thought to be the most important sub-type of maltreatment underlying 

the detrimental psychological impact of all abuse and neglect because of 'the 

psychological messages that are conveyed when a caregiver harms a child '. 

Few longitudinal studies have evaluated the impact of emotional abuse using 

high-risk samples (Schneider et ai, 2005). However, qualitative studies have 
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been used to develop conceptual classifications and dimensions of emotional 

abuse and retrospective studies revealed that a significant number of adults 

reported having suffered emotional abuse during childhood . For example, over 

one-third of respondents in May-Chahal and Cawson's (2005) study had 

experienced at least one dimension on the emotional abuse scale during their 

childhood . Understanding prevalence of emotional abuse is important because 

of its potential adverse affect on development. It has been proposed that 

emotionally maltreated children are significantly more likely to show attachment 

problems (Egeland , 1991); behaviour problems (Vissing et aI, 1991); school

related problems in ability and academic achievement (Hart & Brassard, 1991); 

and in comparison with demographically matched controls , have significantly 

lower levels of social competence and social adjustment (Hart et aI, 1996). 

There is also evidence of emotional and other psychological abuse in many of 

the 50+ child abuse inquiry reports and case reviews published over the last 30 

years . For example, when Lord Laming (2003 , section1 .1 0) stated that Victoria 

Climbie was 'transformed from a healthy, lively happy little girl into a wretched 

and broken wreck of a human being', he was not only referring to the physical 

torture she suffered , but also to the emotional and other psychological abuse 

over a long period of time. Overall , emotional abuse can occur as a distinct 

problem but it is generally viewed as central to all types of abuse (Iwaniec et aI, 

2006) . 

2.2.5 Neglect 

There is no standardized definition of neglect that allows for prevalence 

measures, mainly because neglect can take many forms and occurs in a wide 

range of contexts (McSherry, 2007) . Current knowledge relating to child neglect 

is ambiguous: on the one hand, it has consistently been shown to have higher 

incidence rates than other forms of child abuse and often results in more 

profound developmental deficits (Oubowitz, 2007) and on the other hand, it has 

been suggested that it is the least studied and therefore the least understood 

form of child maltreatment (McSherry, 2007). 
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One of the main difficulties with substantiating neglect is that 'neglect is the 

absence of a desired set of conditions or behaviours, as opposed to the 

presence of an undesirable set of behaviour' (English et aI, 2005, p191). This is 

an important point because essentially it is easier to identify something that is 

present, such as symptoms of physical abuse, as opposed to something that is 

not present, such as warmth or stimulation. There is a risk that the difficulties 

associated with defining neglect may exclude some issues of neglect that are 

pertinent, i.e. normative standards of care, the extent of overlap between 

different forms of abuse and the recognition that neglect can encapsulate 

ongoing behaviour as well as isolated incidents (Stein et aI, 2009). In addition, 

there are some limitations to the research in this area; most notably that it 

generally indicates correlations rather than causality. However, bearing this 

limitation in mind, there is enough evidence to suggest links between neglect 

and negative outcomes for children. As English (1998) points out, the 

consequences of severe neglect can be much more damaging to child 

development than broken bones or bruising. There is also general agreement 

among professionals about the range of behaviours towards children that are 

deemed as harmful (May-Chahal & Cawson, 2005). 

At the most basic level of development, neglect has been associated with 

neurodevelopmental consequences. Perry (2001) explained how the neural 

systems responsible for speech and language were activated when carers 

interacted with their young children through frequent stimulating communication 

such as talking and singing. Conversely, the young child who was emotionally 

neglected and did not receive this frequent kind of stimulation had language 

delays and in some cases, developed profound communication difficulties 

(Perry, 2001). Neglect has been cited as one of the reasons for self-harm 

among adolescents, although it is important to recognise that self harm is not 

usually triggered by one isolated event (Underwood, 2009). The literature also 

suggests an enduring connection between childhood neglect and insecure 

attachment (Iwaniec, 2004), behaviour difficulties and a child's cognitive ability 

and educational performance (Turney & Tanner, 2005). 
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A significant number of child fatalities have been attributed to neglect (see for 

example the deaths of Victoria Climbie and Lauren Wright discussed further in 

Chapter 4) . In many of these cases, professionals have failed to recognise the 

risk of neglect posed to children (Gardner, 2008; McSherry, 2007). Despite 

increased awareness of the effects of neglect, recognition of neglect is 

'inconsistent and referrals to services are often triggered by other events or 

concerns about vulnerable children' (Daniel et ai, 2009, p1). Similarly, there is a 

need to raise professional awareness of definitional issues, the scope of the 

problem and the outcomes of childhood neglect in order to promote more 

effective responses to the needs of neglected children and young people (Stein 

et ai, 2009) . 

2.2.6 Domestic Violence 

Rates of domestic violence, more recently termed intimate partner violence 

(Holt et ai, 2008) or domestic abuse (Buckley et ai, 2007), vary depending on 

the approach to measurement (Machado et ai, 2007). Reports in Northern 

Ireland indicate that between 10-20% of children experience domestic violence 

either as a witness or directly (OFMDFM, 2001). US reports suggested that 

children were present in at least half of all substantiated domestic violence 

situations and that 81 % of these children were directly exposed to the violence 

(Fantuzzo & Fusco, 2007). However, Perry (2001) warns that statistics of this 

kind usually grossly underestimate the prevalence of violence and abuse in the 

home since it is likely that fewer than 5% of all domestic violence results in a 

criminal report. 

In Northern Ireland, Devaney (2008) explored the characteristics of children 

involved in the child protection system due to a prolonged period of registration, 

more than one period of registration or who suffered significant harm while 

registered . Out of 190 children, 151 lived in a household where domestic 

violence was a known common factor. This is important because considerable 

research suggests that children exposed to domestic violence are at increased 

risk of child maltreatment (Buckley et ai, 2007) and that the effects of children's 
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exposure to domestic violence are related to subsequent emotional , behavioural 

and social problems (Holt et aI, 2008) . 

Cleaver et aI's. (2008) study provided insights into the vulnerability of children 

living with domestic violence. Exploring social work case files when concerns 

for children's safety and welfare were linked with domestic violence and/or 

substance misuse, the study found that 75% of children had unmet needs in at 

least one area of development and that 85% were living with parents unable to 

undertake all key parenting tasks . Similarly, a large-scale study of more than 

40,000 children using domestic violence services in the US over a five-year 

period (Lundy & Grossman, 2005) revealed that children experienced an array 

of problems similar to those outlined in Cleaver et aI's. (2008) study. 

Specifically, nearly two-thirds experienced emotional problems including mood 

swings; social difficulties including resisting discipline; physical and health 

related problems; and learning difficulties (Lundy & Grossman, 2005). 

However, research with children and young people living with domestic violence 

shows that many children will recover their competence and behavioural 

functioning once they are in a safer, more secure environment (Humphreys & 

Stanley, 2006) and that resilience is one factor that moderates the risk of 

negative experiences on children (Humphreys, 2007) . According to Humphreys 

(2006, p3), it is therefore particularly important to: 

avoid assumptions of permanent psychological damage and notions of cycles of 
abuse which predict that children living with domestic violence will grow up to 
be violent. 

A much less studied area , although perhaps an equally concerning aspect of 

domestic abuse, is psychological abuse between parents, i.e. financial 

withdrawal, verbal threats of physical violence and verbal degradation . 

Targeting mothers who reported psychological abuse by or against their 

partners, Chang et al. (2008) asked participants about the occurrence of 

potentially neglectful or abusive behaviours toward their children by themselves 

or their partner. Findings indicated that children experienced a substantially 
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increased risk of abuse when partner psychological abuse was present in the 

homes. This risk of abuse was increased further when parents psychologically 

abused each other (Chang et aI, 2008) . 

The emotionally abused child in the midst of a domestic violence situation 

commonly expresses emotions such as fear, misery or hatred, while the 

adverse cognitive and social impact affects memory, attention, perception and 

intelligence (Haj-Yahia, 2001). Therefore, it is most likely that the child's 

teacher will be the first to observe the subsequent deterioration in performance 

and behaviour (Baginsky, 2007). Importantly, Humphreys (2006; 2007) argues 

that for some children, a safe and responsive environment, such as school, may 

help buffer the impact of violence in the home. 

2.2.7 Bullying 

As has been shown in the preceding sections, child abuse usually refers to acts 

of physical or sexual violence, emotional maltreatment and neglectful 

behaviour. With the increasing recognition that bullying behaviour can be 

harmful to both bully and victim , the broadest definition of abuse in the 

educational context usually includes bullying (Ma, 2001) . Previously, bullying 

was narrowly defined as physical harassment (Besag, 1989). Developing 

professional knowledge of bullying has, more recently, been attributed to the 

ongoing work of Dan Olweus (see for example Olweus, 1978, 1989, 1993; 

Solberg & Olweus, 2003). While not discounting the effects of bullying on 

children by educators and other adults , Carlise and Rofes (2007 , p17) define 

school bullying as 'one or more students repeatedly acting toward another, less 

powerful , student in a way that is intended to hurt or harm that other student'. 

Like other forms of abusive behaviour, the bullying literature is not without 

limitations. Previous research mostly concentrated on current bullying ; that is, 

the impact of bullying on students who are, or have recently been , bullied . Less 

attention has been given to the consequences of childhood bullying in 

adulthood (Carlisle & Rofes, 2007); the experiences of bystanders who witness 
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bullying behaviour (Save the Children , 2006); and the impact of bullying 

behaviour on the bully (Ma , 2001) . It is also important to note that this literature 

debates whether these outcomes arise as a consequence of bullying or precede 

the onset of bullying (McElearney et ai, 2008) . Additionally, little is known about 

the role of emotions and emotion recognition whereby 'children process and 

interpret cues in social situations to arrive at competent behaviour' (Woods et 

ai, 2009, p307) . Woods et al. (2009) highlight the need to further explore the 

behaviours that bullies use in social situations because of the implications both 

for victims of bullying and for children who bully others. 

Equally, several authors warn of the need for further research in this area 

because of the increasing recognition that victims of bullying can experience 

severe and long-term adversities, i.e. increased problems with social skills 

(Stassen Berger, 2007; Fox & Boulton , 2005); lower self-esteem and higher 

emotional loneliness (Schafer et ai, 2004); lower academic achievement and 

feelings of being unsafe (Glew et ai, 2005) and at worst, suicide (Marr & Field , 

2001). Furthermore, it has been suggested that bullying is more prevalent than 

previously acknowledged (Solberg & Olweus, 2003). For example, May-Chahal 

and Cawson (2005) revealed an unprecedented high level of bullying among 

2869 respondents. When asked whether they were bullied , discriminated 

against, or made to feel different by other children , 42% reported having 

experienced at least one of these. Three in ten said specifically that they had 

been bullied and one in ten claimed that they had experienced long-term effects 

because of this kind of abuse (May-Chahal & Cawson , 2005) . Although 

prevalence estimates vary widely, suggesting that researchers may have used 

different classification criteria , definitions, measurement procedures or low 

samples (Solberg et ai, 2007), a local study found that 'bullying remains a 

significant issue in the lives of primary school children in Northern Ireland and 

elsewhere' (McElearney et ai, 2008) . 

A number of important points can be derived from this literature and used to 

improve professional understanding. The experience of bullying can be 
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traumatic not only for the individual who is targeted, but also for the bystanders 

who witness bullying behaviour. It is possible that bullies can continue their 

behaviour into adulthood , and indeed the long-term consequences for both 

victim and aggressor have been noted in the literature. Save the Children 

(2006) suggest that school personnel should make the link between bullying, 

the curriculum and child protection policy, while the United Nations Committee 

on the Rights of the Child (CRC) raised concern that bullying 'may hinder 

children 's attendance at school and successful learning' (CRC, 2008, p15). 

Similarly, Solberg et al. (2007, p442) highlight the important role of educators in 

recognising and responding immediately to bullying because 'pupils who are 

both victimized and aggressive may be regarded as an at-risk group'. 

Section Summary 

Despite the development of a child protection system in the UK over the last two 

decades (May-Chahal & Cawson, 2005), the prevalence of child maltreatment 

remains high . Overall , enduring problems such as anxiety, relationship 

difficulties, low academic achievement and poor social skills are common long

term consequences of abuse and trauma. These problems are significant 

because they can interfere with academic, behavioural and social performance, 

and in many cases, complicate reintegration into the school system following a 

child protection investigation (Cole et ai, 2005). Although causal factors for 

such problems are difficult to predict, they illustrate the fact that children who 

are maltreated merit attention from researchers , school personnel and the 

society at large. 

2.3 IMPACT ON CHILDREN AND THE ROLE OF EDUCATORS 

This section of the chapter is an introduction to the educator's role in 

understanding maltreatment and describes the specific ways in which 

maltreatment can impact on children . While it is not being suggested that 

educators become therapists, the existing expertise of educators will be more 

effective if they understand and recognise the relationship between 

maltreatment and academic performance, behaviour and relationships. 
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2.3.1 Childhood Maltreatment and Academic Performance 

Because brain development is influenced by environmental stimuli , there is a 

clear need for educators to understand the relationship between childhood 

maltreatment, the school environment and academic performance. As 

previously outlined , a chronic state of fear, caused by maltreatment, can impede 

development of critical brain functions including memory, problem solving , 

language and higher order thinking (Creeden , 2005). Although other 

impediments are listed by experts, a number of factors are identified . 

First, when cognitive development occurs in a sensitive, stimulating 

environment, one that is loving and nurturing , children are able to comprehend 

cause-and-effect relationships, i.e. recognising their own ability to affect what 

happens to them (van der Kolk, 2005). By way of contrast, for maltreated 

children there are no logical cause-and-effect relationships since cognitive 

development has been occurring in an abusive, inconsistent and unpredictable 

environment. For these children, internalizing a sense that they can influence 

what happens to them is seriously impaired (van der Kolk, 2005). 

Second , academic and social skills are required for children to take the 

perspective of another person (Nutbrown, 2005). If living in an abusive 

environment interferes with normal explorative play - the way in which young 

children learn and develop - the ability to role play another person's perspective 

is limited . Third , a child's ability to organise academic tasks depends on their 

ability to organise narrative material (Whitehead , 2003) . During childhood , 

memories and information are encoded episodically as random events rather 

than as a coherent narrative. Children then develop to sequential semantic 

memory but usually in an environment marked by consistent, predictable 

routines and familiar, reliable caregivers . Unfortunately, maltreated children are 

deprived of such a stable environment and thus, the move into a more 

sequential ordering of the world is considerably more difficult (Nutbrown, 2005). 
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What this means for educators in everyday classroom practice is that abuse 

and neglect limits children's ability to understand and respond to instructions; 

interferes with organizing and processing information and multi-step tasks ; and 

compromises a sense of self, motivation and competence - all qualities 

required for academic development and school readiness (Brostrom, 2005) . 

Children are expected to arrive at school with a readiness to learn . For 

maltreated children , this readiness , described as a sense of safety, an ability to 

manage feelings and a level of social skills and independence, will be impaired 

due to the trauma of abuse (Cole et aI, 2005). Greenwald O'Brien's (2000) 

argument regarding the impact this has on academic performance is applicable 

to all types of abuse. She concludes that maltreated children struggle to 

function in school , stating that 'information is processed carelessly, or 

inaccurately, stored incorrectly, poorly remembered , or unable to be retrieved ' 

(Greenwald O'Brien , 2000, p597) . 

The impact this has on school ing is considerable since the emotional energy of 

the maltreated child is occupied with safety concerns and , by the very nature of 

the trauma, may impede the child's ability to engage in school tasks. Streeck

Fischer and van der Kolk (2000) explain this further, outlining how traumatised 

children are easily overstimulated and as a result , cannot achieve the state of 

school readiness required for academic development. This is because when 

abused children enter the classroom in a hyper-aroused state, they find it more 

difficult to process academic information and may also have great difficulty 

expressing themselves verbally (Streeck-Fischer & van der Kolk, 2000) . 

Cole et al. (2005) add that trauma can impede children's ability to learn and use 

language as a vehicle for communication , requirements to develop literacy skills 

(Whitehead , 2003) and social-emotional competence (Webster-Stratton , 2004). 

A child in a state of anxiety will recognise that something is inhibiting their 

thought processing and language (Cole et aI, 2005). In neurodevelopmental 

terms, when a child is in a persisting state of fear, the primary areas of the brain 

that are processing information are different from those in a child from a safe 
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non-abusive environment (Perry, 2001). This means that abused children in an 

educational setting , even if they have a similar IQ to non-abused children , will 

respond to the educator differently, depending on whether they are in an alarm 

or calm state. Unfortunately, the educator may not be aware of this shift in 

thought processing and language until the child is asked to demonstrate, 

verbally, that they have understood the information presented . 

2.3.2 Childhood Maltreatment and Classroom Behaviour 

In addition to academic performance, trauma can impair the development of 

children's ability to regulate their emotions and to control compulsive 

behaviours. According to Geddes (2003, p231-2): 

Much of the behaviour we experience in the classroom is a form of 
communication by children whose capacity to let us know about their 
experiences in any other way has been perverted and impaired . 

In fact , the display of inappropriate behaviour in the classroom, for some 

children, is their only form of communicating distress and anxiety (Geddes, 

2003). Because repeated abuse and chronic stress can impair the developing 

brain , children can lose the ability to focus and attend in school, resulting in 

inappropriate or difficult to manage behaviour (De Bellis, 2005). Creeden 

(2005) describes these behaviours as survival-in-the-moment, the child's 

immediate and extreme responses to reminders of abuse and traumatic 

experiences, which are thought to be controlled by pathways in the brain ~hat 

appraise threat, respond to danger and mobilise the body for fight, flight or 

freeze. 

In a study of peer relationships among 400 young children (ages 4-6), 

maltreated children were rated by their classmates as being significantly less 

popular because of their behaviour, i.e. they were deemed to be more 

physically and verbally aggressive, withdrawn and less prosocial (Anthonysamy 

& Zimmer-Gembeck, 2007) . This is seen as a longitudinal issue, as 

disengagement from prosocial peers has been known to lead to increased risk 

of later behavioural problems (Swenson & Chaffin , 2006) and highlights the 

39 



need for education-based efforts on improving behaviour and relationships of 

maltreated children (Anthonysamy & Zimmer-Gembeck, 2007) . Werlkerle et al. 

(2009) go so far as to suggest that, based on Bandura's social learning theory 

(1977) whereby children learn to model the behaviour of adults, modelling in an 

environment of maltreatment actively promotes abusive behaviour to the child 

as being the correct mode of conduct. 

It is likely that behaviours are used as a coping strategy for children to avoid 

reminders of maltreatment and to cope with internal turmoil , including: social 

withdrawal , aggressiveness, controlling behaviour, hypersensitivity to danger, 

constantly expressing concern or compulsiveness; and with older children: 

substance abuse, self-harm or eating disorders (Lubit et ai, 2003). 

Unsurprisingly, these behaviours, or coping mechanisms, can frustrate 

educators and evoke exasperated reprisals (Co le et ai, 2005). These 

responses can both strengthen expectations of confrontation in the classroom 

setting and reinforce a negative self image (van der Kolk, 2005). Prompted by 

internal states not always understood by the child, and very often not 

recognised by the educator, abused children can appear demanding, 

unpredictable and ambivalent. Some schools struggle to understand the 

behaviour of abused children and may be quick to reprimand or suspend 

children without looking for reasons causing the behaviour (Taylor & Siegfried , 

2005). 

2.3.3 Childhood Maltreatment and Relationships 

Perhaps one of the most important roles within the school environment is 

helping maltreated children forge social relationships with both peers and 

significant adults . Yet, researchers have identified that many school staff do not 

recognise the reasons behind a child's difficult to manage behaviour, including 

difficulties with relationships. In fact , some schools have been known to label 

these children as special needs or having attention deficit disorder (Ford et ai, 

2000 ; Weinstein et ai, 2000) . 
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The qual ity of the parent-child relationship has been known to influence 

children 's social competence (Conway & McDonagh, 2006) which , in turn , can 

have a direct impact on children 's friendships. Because of maltreated children 's 

struggle with stress and their insecure relationships with adults outside of 

school , their relationship with educators and other school personnel can be 

adversely affected . Cole et al. (2005) explain this, pointing out that because 

traumatised children are so pre-occupied with their physical and psychological 

safety, they become distrustful of adults . To gain a sense of control , children 

can challenge school staff, misinterpret nonverbal cues and behave 

aggressively and confrontationally in their relationships (Perry, 2000). 

In addition, traumatised children who are withdrawn because of chronic abuse 

have been known to alienate peers by their lack of engagement (Creeden , 

2005) . Abused children struggle to communicate effectively with their peers 

and because they can suffer delays in the development of age-appropriate 

social skills, may not pick up on cues to join in with others during social 

activities in school (Cole et aI, 2005). Researchers have described how the 

maltreated child will re-enact their trauma through play, alienating other children 

who do not understand these repetitive and unusual patterns of behaviour 

(Pynoos et aI, 1996). This means that abused children can be labelled deviant 

by both educators and other children. In addition , children who are impulsive or 

reactive because of abuse have been known to mask their feelings of 

vulnerability through aggressive behaviour toward their peers (Anthonysamy & 

Zimmer-Gembeck, 2007) . Their post-traumatic symptoms, viewed by other 

children as naughty or inappropriate behaviour, will inevitably disturb a 

developing relationship with a friend (Perry, 2001) . 

2.3.4 Implications for Practice 

Children who suffer childhood maltreatment commonly develop reactions to it 

that affect their daily lives long after the traumatic event has ended (NCTSN , 

2008). There are a number of clear implications for classroom practice. The 

first relates to the misconception that children are all resilient and therefore will 
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somehow cope when abused . Over 20 years ago, case studies involving 

victims of child maltreatment began to shed light on the dynamics of survival in 

high-risk settings (Mrazek & Mrazek, 1987). Resilience in maltreated children 

was found to be related to personal characteristics that included a child's ability 

to: recognise danger, reduce intense feelings, establish supportive relationships 

and envisage a time in the future when the abuser is not present (Daniel & 

Wassell, 2005) . Since then, researchers have continued to provide evidence 

outlining the risk factors and protective factors that help practitioners determine 

levels of resilience. Educators and other childcare professionals, therefore, 

need to know that not all children have equal levels of resilience. Cefai (2008) 

suggests that schools should be less concerned with how educators prevent 

failure and dysfunction among vulnerable children, and focus on how they may 

promote the healthy development of all children, including those coming from 

adverse circumstances. 

Another major implication on educational practice is that early intervention will 

rely on a trauma-sensitive school response (Co le et aI, 2005). The nature of 

response to abuse in children is dependent on a wide range of factors. One of 

the most important appears to be educators understanding of their role in 

identifying trauma related symptoms and perhaps more importantly, how to 

respond appropriately (Baginsky, 2007). Making a formal diagnosis of trauma 

related symptoms requires assessment and evaluation by a qualified health 

professional. However, educators have a major role in the identification, 

reporting and responding process. Children may be exposed to trauma in their 

personal lives or, increasingly, within the school environment. Class teachers 

and other educational personnel can help prepare children to cope with 

maltreatment by understanding the nature of trauma, teaching children the skills 

for responding to an emergency, and learning how to support children through 

the after-affects of trauma (Grosse, 2001). 
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2.4 CHAPTER SUMMARY 

The sustained maltreatment of children can have major long-term effects on all 

aspects of a child's well-being , development and health. The impact can 

include anxiety, depression and low self-esteem; difficulties that extend into 

adulthood and adult relationships; and difficulties in developing the attitudes and 

skills necessary to be an effective parent, all of which may lead to a cycle of 

abuse as well as impaired physical health and well-being. Despite the 

overwhelming experiences of childhood maltreatment, children can develop in 

school and overcome academic challenges with the help of a knowledgeable 

educator. This requires schools to support children by becoming a trauma

sensitive environment and to support staff in their response to maltreatment 

within the classroom. In doing so, educators are more likely to recognise and 

understand the nature of maltreatment and less likely to label traumatised 

children as rebellious, anti-social or unmotivated. 

Having considered the impact of childhood maltreatment on children, the 

following chapter will proceed to an exploration of stress related risk factors for 

abuse and neglect in the Northern Ireland context. 
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CHAPTER 3: SOURCES OF STRESS FOR CHILDREN AND FAMILIES IN 

NORTHERN IRELAND 

3.1 INTRODUCTION 

Many families under stress succeed in bringing up their children in a loving and 

supportive environment. Sources of stress within families may, however, affect 

the capacity of parents to respond to their child's needs which , in turn, can 

negatively impact on a child 's well-being, health and development directly 

(DfES, 2006). Understanding the circumstances of children in a social context 

and how to respond effectively to maltreatment requires a thorough 

understanding of the factors that influence stress. While there is a 

comprehensive discourse about the main causes of childhood maltreatment 

(Munro, 2008) , there is international recognition that child abuse is prevalent in 

all societies, driven by 'socio-economic (macro) and psychobiosocial (individual) 

factors ' (Devaney & Spratt, 2009, p635). 

This chapter places the present study within the Northern Ireland context and 

explores the factors associated with childhood maltreatment by contextualising 

childhood risk within socio-economic, political and cultural frameworks. As a 

starting point, the chapter considers the legal and policy context and then 

presents an overview of children at risk in Northern Ireland. Because educators 

are likely to encounter child maltreatment in their professional careers, knowing 

the relative frequency of disadvantaged children should help to inform their work 

(Walsh & Farrell , 2008) . The introduction concludes with an exploration of 

children 's rights in Northern Ireland. The next three sections analyse what is 

known about sources of stress in families that have an impact on children 's 

developmental progress. Given the background to Northern Ireland, a society 

with a violent history, the first of these considers the impact of community 

violence on children and explores the legacy of the Troubles'. The other two 

sections draw on the literature relating to poverty, and mental health and well

being. The significance of each of these in terms of risk factors for childhood 

maltreatment is explored in turn . 
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3.1.1 Legal and Policy Context 

The last 20 years in Northern Ireland, a time of child protection reform , has 

been one of particular significance and importance. The publication of Our Duty 

to Care in 1996 initiated a change and improvement to child protection 

procedures and protocols for children 's services in the voluntary sector (DHSS, 

1996a). A landmark in the development of services for children and young 

people had been the adoption of the United Nations Convention on the Rights 

of the Child (UNCRC) by the UK in 1991 . The UNCRC established that children 

have specific rights in relation to protection , participation and provision , and that 

these rights should be enshrined in legislation (UNCRC, 1991). 

In November 1996, the Children (NI) Order 1995 (the Children Order) was 

implemented and placed children's needs and rights at the forefront. This 

meant that prevention rather than purely reactive practice pervaded new 

legislation and the welfare of the child was now considered of paramount 

importance (DHSS, 1996b). In 1997 the Area Child Protection Committees 

(ACPCs) within each of the four Northern Ireland Health and Social Services 

Board areas took into account the requirements of the Children Order, 

examples of good practice , as well as lessons learned from inquiries following 

fatal child abuse and produced a child protection policy and procedure 

handbook (ACPC, 1997). The handbook was not agency specific but rather 

targeted all professionals who worked directly with children , young people and 

families, highlighting that 'no single discipline can be fully responsible for the 

protection of children from harm' (ACPC, 1997, section 2.1). 

When Co-operating to Protect Children , Volume 6 of the Children Order (DHSS, 

1996b), was replaced with Co-operating to Safeguard Children (DHSS PS, 

2003a) , the shift from protection to safeguarding became more evident. As a 

result , the ACPCs produced the first edition of Regional Child Protection Policy 

and Procedures (Regional ACPCs, 2005) which reflected the changes in 

thinking and practice, and incorporated lessons learned from the Victoria 

Climbie Inquiry Report (Laming , 2003), the Independent Review Report into the 
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case of David and Samuel Briggs (Lewis et ai, 2003) and the Bichard Inquiry 

Report (Bichard , 2004). It appeared, particularly at the beginning of the twenty

first century, that children and young people were being placed higher on the 

Northern Ireland policy agenda. 

The appointment of the Northern Ireland Commissioner for Children and Young 

People (The Commissioner for Children and Young People (Northern Ireland) 

Order 2003) , and a major policy development in the Ten Year Strategy for 

Children and Young People (OFMDFM, 2006a) , highlighted the vital importance 

of understanding the responsibilities of all professionals and working collectively 

to protect children and safeguard their rights. Priority was given by statutory 

and voluntary agencies to ensure that children's physical, social and emotional 

needs were met, their rights upheld and their voices respected and listened to 

(Walsh , 2007). 

The particular focus of the Ten Year Strategy was on children 's health and well

being , stressing that each child and young person should be: 

healthy; enjoying , learning and achieving ; living in safety and with stability; 
experiencing economic and environmental well-being ; contributing positively to 
community and society; and living in a society which respects their rights 
(OFMDFM, 2006a, p7) . . 

The strategy also recognised that Northern Ireland was a country slowly 

emerging from community violence (the Troubles, cf. 3.2) , and pledged to 

ensure that children and young people were 'supported to grow together in a 

shared , inclusive society where they respect diversity and difference' 

(OFMDFM, 2006a, p17) . 

Key to the provision of education services, the Ten Year Strategy (OFMDFM , 

2006a) identified enjoying , learning and achieving as one of its six high level 

outcomes. In an effort to improve the health and well-being and promote the 

rights of all children and young people in Northern Ireland, the Ten Year 

Strategy, together with the Children and Young People's Funding Package 

(Department of Education Northern Ireland [DENI] , 2006) , allocated £20 million 
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to extended school services, £12.5 million for services for children with special 

needs, £10.5 million for SureStart, £4 million on child protection, £3.5 million for 

counselling services, and £1.7 million for youth outreach to marginalised young 

people. The strategy has been applauded for its focus on supporting learning 

and healthy lifestyles. It could be argued that this is certainly a commendable 

response to a very urgent need; however, for many children in Northern Ireland, 

the issues they are faced with , including poverty, exclusion, maltreatment, 

disability and domestic violence, are still complex, multiple and, at times, 

described as 'chronic' (Devaney, 2009, p26). 

In terms of sexual crime and childhood maltreatment in Northern Ireland, the 

consultation Hidden Crimes, Secret Pain (DHSSPS, 2007b) saw the production 

of the regional five-year strategy Tackling Sexual Violence and Abuse in 

Northern Ireland (DHSSPS, 2008a) . As is the case with childhood 

maltreatment, this strategy highlighted that most adult victims of domestic or 

sexual violence experience multiple incidents, usually over long periods of time 

(DHSSPS, 2008a) . Despite the growth of public awareness, the consultation 

document leading to the strategy highlighted that the full extent of the problem 

in Northern Ireland was not known because crime statistics of this nature can 

only quantify what is reported (DHSSPS, 2007b). While there is no formal 

requirement in law to report child protection concerns to the authorities in the 

rest of the UK, in Northern Ireland, section 5(1) of the Criminal Law Act (1967) 

provides for a criminal offence of failing to disclose an arrestable offence to the 

Police Service Northern Ireland (PSNI) , which, de facto , includes most offences 

against children (Wallace & Bunting , 2007). Even though it appears a 

concerted effort is being made to improve the lives of children and young 

people in Northern Ireland, the number of children at risk remains bleak. 

3.1.2 Children at Risk: an Overview 

Because the DHSSPS publishes its annual statistical bulletins in September, 

the most recent figures in relation to children and young people are for 2007-

2008 (Fitzpatrick et ai, 2009) . Presently there are 431,867 children and young 
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people under the age of 18 years living in Northern Ireland (Northern Ireland 

Statistics and Research Agency [NISRA], 2009). Although the number of child 

protection investigations rose by 9% between 2005-2006 and 2006-2007 

(DHSSPS, 2007a) , the Children Order Statistical Bulletin for the period 2007-

2008 (Fitzpatrick et aI, 2009) reported 2,320 child protection investigations, a 

figure similar to that for the period 2006-2007. On 31 March 2008, 2,071 

children were on the CPR, representing an increase of 10% on the previous 

year. Comparing these data with other UK jurisdictions, Northern Ireland had 

the highest rate of children on the CPR, 48 .0 per 10,000 population under 18 

years , compared with England (26.6 per 10,000), Scotland (23.3 per 10,000) 

and Wales (36.4 per 10,000). While the number of children on the CPR for 

multiple types of abuse had decreased slightly from 428 in 2007 to 408 in 2008, 

these figures indicated a marked increase since 2006 (245) . The overall 

increase in registrations as a result of abuse is clearly 'cause for concern ' 

(McMahon & Keenan, 2008, p127) . 

In addition to child protection statistics, an analysis of PSNI figures regarding 

crimes against children was produced by the NSPCC (Hall, 2007) . Of the 

31 ,846 offences recorded during 2006-2007, 18% involved children under the 

age of 18. In addition, 47% of the 1,803 sexual offences recorded were against 

children and young people under the age of 18. Of this figure, 42% were 

recorded against children under the age of 12. According to McMahon and 

Keenan (2008 , p131), these figures 'starkly illustrate the vulnerability of children 

to physical and sexual assault' . 

Children living in care in Northern Ireland have been known to be at increased 

risk of vulnerability. Mooney et al. (2002) contend that these children are more 

likely to have special educational needs, they are at greater risk of being 

suspended from school and they may be at greater risk of abuse. Of particular 

note are the extremely high levels of unemployment upon leaving the care 

system , increasing young people's vulnerability to exploitation (DHSSPS, 

2006a). While these conditions for looked after children cannot be seen as 
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causal factors for abuse, the risk associated with increased vulnerabilities may 

'serve to create a new generation experiencing disadvantage, vulnerability and 

marginalisation ' if these young people have families of their own (McMahon & 

Keenan , 2008, p57) . Between 2007 and 2008, the number of looked after 

children increased by 3% (77) , rising from 2,356 to 2,433 (Fitzpatrick et al. , 

2009) . Nearly 50% of these included children under the age of 11 and just over 

50% of children had been looked after for a period of three years or more. 

There is research evidence to suggest that children with disabilities and special 

educational needs are at much greater risk of abuse than their non-disabled 

peers (see for example Fisher, 2009; Fisher et ai, 2008; Sullivan & Knutson , 

2000) . Unfortunately, children 's disability status is not usually recorded in child 

protection data nor do researchers usually refer to it in their maltreatment 

studies (Kendall-Tackett et ai, 2005). Additionally, the prevalence of children 

with learning disability can be problematic to record ; however, McConkey et al. 

(2003) estimated a total of 8,150 young people with learning disability under the 

age of 19. DHSSPS (2008b) provided a breakdown of children and young 

people with learning disability in Northern Ireland , stating that of the 9,460 in 

contact with statutory disability services during 2007-2008, 209 were aged 0 to 

4, 1,519 were aged 5 to 15 and 1,554 were aged 16 but under 24. The report 

also highlighted that of the 1,556 service users within physical disability 3nd 

sensory impairment departments, the largest age group was between 5 and 15 

(n=588) . 

As previously outlined (cf. Chapter 2.2.6) another risk factor associated with 

abuse is domestic violence. In the UK, it is estimated that at least one million 

children have experienced domestic violence (Devaney, 2008) . In Northern 

Ireland , one study revealed that almost half of all victims experienced domestic 

violence on more than one occasion and over a quarter (27%) were victims on 

four or more occasions (Carmichael , 2007). The PSNI responded to 23 ,076 

domestic incidents during 2006-2007, of which 9,283 were recorded as crimes. 

Over two-thirds of the recorded crime rate fell within the category of violent 
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crime (PSNI , 2008). Although the figures for children involved in these 

domestic incidents and crimes did not appear within the Chief Constable's 

Annual Report (PSNI , 2008) , it has been estimated that approximately 80% of 

domestic reports to the PSNI involved children (DHSSPS, 2005) . Recent 

inspections of child protection services in Northern Ireland (DHSSPS, 2007c) 

have been critical of the failure of professionals to respond to children 's 

exposure to domestic violence (Devaney, 2008), especially since, as previously 

detailed (cf. chapter 2.2.6) , children exposed to domestic violence show 

significant social , emotional and cognitive problems (Fusco & Fantuzzo, 2009), 

can suffer from post traumatic stress symptoms (Kletter et ai, 2009) and are at 

greater risk of maltreatment (Zolotor et ai, 2007) . 

There is evidence to suggest that children 's exposure to the intergenerational 

impact of over 30 years of political and civil conflict in Northern Ireland, known 

as the Troubles, increased risk factors for childhood vulnerabilities (cf. 3.2 

below) . The Troubles have resulted in over 3,600 deaths and some 40,000 

injured (Manktelow, 2007). As a direct result of community violence between 

1969 and 2003, 324 young people under the age of 18 died (NICCY, 2005). 

The Young Life and Times Survey (ARK, 2004) found that 16% of young people 

in Northern Ireland had a close friend or member of their family injured in a 

paramilitary beating , 2% of young people had been a direct victim of a 

paramilitary beating and 3% of young people had been forced to leave their 

home. In moving forward , it is important to note the significance of these 

findings and the cross generational impact which , according to McMahon and 

Keenan (2008, p52) 'continues to be experienced within and beyond families '. 

3.1.3 Children's Rights in Northern Ireland 

Over the past 20 years , since the adoption of the UNCRC by the UK, it has 

become widely accepted that professionals have direct and indirect 

responsibility to protect children and to ensure that their rights are upheld 

(Walsh, 2007). The basic components within the UNCRC are summarised by 

provision rights , protection rights and participation rights (Reading et ai, 2009) . 
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In practice this means that adults must provide children with the basic 

requirements to live, including water, food , education, health care, shelter and 

so on. Without these, children will not develop or even survive. Children have 

a right to be protected from all forms of physical or mental violence, sexual or 

violent exploitation , neglect or negligent treatment, or maltreatment in any form. 

Participation rights include the rights of children to be consulted on decisions 

that affect them, the right to freedom of thought, conscience and religion, and 

the right to freedom of expression (Handley, 2007). 

Threaded throughout the UNCRC is the notion of children 's holistic well-being. 

This concept, as developed by Scott and Ward (2005) , means that well-being is 

promoted in a safe and supportive environment whereby children get the best 

possible start in life and are provided with opportunities to develop individual 

capabilities . Indeed the Committee on the Rights of the Child (CRC, 2002, p5) 

concluding observations described a society that promoted children's well

being , with a focus on welfare , as one which will 'promote the physical, 

psychological , spiritual , social , emotional , cognitive and cultural development of 

children as a matter of national and global priorities' . 

The link between the promotion of children's rights and welfare issues is 

complex. For example, using focus groups and one-to-one interviews with over 

350 policy makers, practitioners, and volunteers , and 1064 children and young 

people, Kilkelly et al. (2004) identified the main concerns for children in 

Northern Ireland as a need for development in education , leisure and 

community facilities, as well as the promotion of children 's rights to improve 

children and young people's health and well-being . Kilkelly et al. (2004) argued 

that the Northern Ireland Commissioner for Children and Young People 

(NICCY) should promote, develop and raise awareness of children's rights 

through intensive lobbying for incorporation of the UNCRC. 

A concerted effort had been made to promote, develop and raise awareness of 

children's rights through the UNCRC; yet over ten years after its adoption by the 
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UK, O'Halloran (2002) found that only 25% of young people and 36% of adults 

had even heard of it. More recently, the results of the 2007 Northern Ireland 

Young Life and Times (YL T) survey found that 70% of young people surveyed 

had never heard of the UNCRC and of those who had, 49% did not know what 

their specific rights consisted of (ARK, 2007). The recent review of children 's 

rights in Northern Ireland found that the Ten Year Strategy (OFMDFM, 2006a) 

'failed to be quite as robust in ensuring the essential overarching authority of the 

UNCRC' (McMahon & Keenan, 2008, p40) . In fact, the concluding observations 

of the CRC (2008) highlighted continued concern regarding the lack of 

awareness-raising about the UNCRC in the UK and Northern Ireland. 

Specifically, it stated that 'the Committee regrets that the Convention is not part 

of the curriculum in schools ' (CRC, 2008, p5). 

Section Summary 

Understanding statistical information is important for a number of reasons . 

First, educators have a legal and moral duty to protect and safeguard children 

while in their care . Failure to understand and comply with local policy directives 

and legal mandates may well place children at risk of harm or further 

maltreatment (Baginsky, 2007) . Second, understanding the frequency rate of 

child abuse and neglect, and other child welfare statistics, should help dispel 

some of the myths associated with childhood maltreatment and disadvantage 

and , in turn , help to inform child protection practice in educational settings 

(Walsh & Farrell , 2008). Finally, educators need to realise the rights of children 

and , at the very least, ensure that these rights are upheld within the realms of 

education (Alderson , 2008). 

3.2 COMMUNITY VIOLENCE AND CONFLICT IN NORTHERN IRELAND -

THE TROUBLES 

Children today have to deal with increasingly complex family and social 

circumstances in Northern Ireland that are not dissimilar to social trends in other 

parts of the UK (Devaney, 2008). However, it is not possible to consider the 

particular circumstances of children and young people in Northern Ireland 
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without taking into account the impact of community violence over the past 35 

years. While it is said that Northern Ireland is slowly emerging from conflict 

(Ganiel & Dixon, 2008), for many children living in interface areas or in fear of 

paramilitaries the conflict is still very much a part of their lives. Indeed, it has 

been suggested that the lives of children appear to be set in a community 

context of 'acceptable levels of violence' (NICCY, 2005, p2), with civilians often 

being 'deliberately targeted in military campaigns' (Harvey, 2003, p5). 

McMahon and Keenan (2008) describe the intergenerational impact of the 

conflict and how it continues to be experienced by children and young people in 

Northern Ireland. Of course, the effects of this will vary depending on situations 

and individual response but one of the deep psychological scars that remains is 

very often the hatred and fear that has been passed on from one generation to 

the next (Connolly et at, 2007). More recently Eames/Bradley (2009), reporting 

on ways to address conflict, highlighted the ongoing depth of hurt and 

suspicion , and endorsed the view that the impact of the Troubles was still very 

much a part of society today. 

3.2.1 Background to the Troubles 

Civil unrest and street violence were more prevalent in interface areas between 

loyalist and nationalist groups in the early years of the Troubles (Fitzpatrick & 

Mearns, 2007) . About 53% of the population were Protestants and around 44% 

of the population were Catholics. The loyalist groups, predominantly a small 

percentage of the Protestant population , wished to see Northern Ireland remain 

part of the UK. The nationalist groups, predominantly a small percentage of the 

Catholic population, wished to see the unification of the island of Ireland 

(Fitzpatrick & Mearns, 2007). 

During the 1970s through to late 1990s, the conflict was at its most virulent 

resulting in many deaths and injuries, including psychological stress and 

increased community division (Manktelow, 2007). Children and young people 

were often caught in the middle although they have been known to participate in 
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street violence through rioting in segregated communities or against the police 

and security forces . In these situations, children and young people ended up as 

both victims and perpetrators of the violence (Jaman, 2003). -

Despite the paucity of early research on individuals who were most affected by 

the Troubles (Dillenburger, 1992), a rise in publications relating to the conflict 

heightened public awareness and raised concerns regarding the impact on 

children and families (Burrows & Keenan, 2004) . However, following the 

ceasefires in 1994/5 when the death toll decreased (Dillenburger et aI, 2008) 

and the number of paramilitary-style attacks and feuding increased, Healey 

(2004) questioned to what extent Northern Ireland could be considered a post

conflict society. Her work with children and families affected by community 

violence in Northern Ireland led her to contend that children's experiences of 

Troubles related trauma were at best misunderstood and at worst ignored 

(Healey, 2004) . In addition, there remains an absence of detailed research on 

the views of young people as participants in community violence (Muldoon et aI, 

2008). 

3.2.2 Impact on Children and Families 

Lovell and Cummings (2001) referred to the negative effects of the conflict on 

children's development reflecting the role of children as victims. Children were 

seen as perpetrators as they came to form emotional attachments to their 

respective religious group and, in turn, participated in the organised violence. 

This is consistent with a more recent study by Muldoon et al. (2008), who 

explored factors associated with youth participation in community violence. The 

study noted the importance of family and highlighted a range of processes that 

contributed to paramilitary involvement, namely that 'parents and the wider 

family directly passed political views on to their children' (Muldoon et al., 2008, 

p689) . 

Most families and individuals living in Northern Ireland have been affected by 

the Troubles one way or another (Dillenburger et aI, 2008). Many children 

54 



experienced loss and separation through the death of a family member, or 

whole family groups having to leave their homes for their own safety. Many 

more were intimidated, injured or witnessed a shooting or an explosion . Others 

had been targeted as members of a particular community, either Catholic or 

Protestant, and literally got caught in the crossfire (Cairns, 1987; Smyth, 2004) . 

Beyond those direct forms of physical harm inflicted on children through conflict, 

perhaps the most significant impact, but less well studied, was the 

psychological scarring caused by post traumatic stress (PTS) (Pearn, 2003). 

Many children and young people suffered psychological trauma because they 

had been bereaved, witnessed violence, experienced sectarian conflict or 

community unrest (Lovell & Cummings, 2001) . These experiences very often 

led to adverse social , emotional and psychological consequences (Manktelow, 

2007). Significantly, Connolly et al. (2007, p13) suggested that it was not 

always necessary to have 'directly experienced or witnessed violence to be 

affected by it'. 

One study in Northern Ireland examined the effects of the Omagh Bomb in 

August 1998 on children and young people (McDermott et ai, 2004) . Using a 

school-based survey to assess the extent and nature of psychiatric morbidity 

among children and young people aged 8-18 years living in the Omagh area 15 

months after the explosion , McDermott et al. (2004) found around 30% of 

children sampled had some direct experience of the bomb. The levels of 

reported symptoms of PTS, depression and anxiety among children increased 

as the degree of the exposure to the explosion increased . Higher levels of 

overall anxiety were identified in young children , and among adolescents, girls 

reported higher post traumatic stress disorder scores and had a higher risk of 

suffering from a psychological disorder. Physical injury and bereavement were 

also shown to increase vulnerability to PTS (McDermott et ai, 2004). 

More generally, there is growing evidence that the conflict had a negative affect 

on children 's education in Northern Ireland. For example, Kilpatrick and Leitch 

(2004) used focus groups and semi-structured interviews with 78 pupils aged 
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10-17 years and 44 staff members from eight schools in Northern Ireland. 

Teachers reported a variety of negative effects of the political conflict on pupils , 

including attacks during travel to and from school , attacks on school personnel 

and buildings, and bereavement. These concerns were raised by the pupils, as 

well as restricted opportunities for socialising safely as a result of the ongoing 

Troubles. Smyth et al. (2004) also found that children who had been deeply 

affected by the conflict had difficulties in concentration and the aggressive 

behaviour that followed their traumatic experience was misinterpreted by others 

and seen as deliberately disruptive behaviour. In fact, it has been suggested 

that the divided nature of the Northern Ireland education system and the 

negative messages of segregated schooling (Gallagher, 2001), coupled with the 

implicit values within the hidden curriculum, emphasise group differences and 

hostilities; thus 'initiate[s] children into the conflict' (Horgan, 2005, p10) . 

Despite children in Northern Ireland having much in common, whatever their 

community background , children living in the most disadvantaged areas tend to 

'learn very young that there is a 'them' and 'us" (Horgan, 2005, p10). For 

example, Connolly and Healy (2004) explored the experiences and 

perspectives of 3-11 year-olds living in Northern Ireland. For each of the three 

groups of children (3-4, 7-8 and 10-11 year-olds) , two case studies from two 

different social backgrounds were used. The children from case study one 

(predominantly living in areas of sectarian tension) were found to live in a 

relatively deprived working class area whereas the children from case study two 

(living relatively free from sectarianism) were found to live in relatively affluent, 

middle class areas. Children aged 3-4 years from case study one were more 

likely to show awareness of the violence experienced in their community. 

Again , when considering the views of 7-8 year-olds, the children from case 

study one showed stronger, negative attitudes and prejudices than the children 

in case study two. An earlier study carried out by the same author and 

colleagues (Connolly et aI, 2002) had already identified children as young as 

three years old showing small but significant differences in their preferences for 

cultural identities, events and symbols. 
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3.2.3 Significance - Risk Factors for Maltreatment 

It is well known that childhood maltreatment occurs in every culture, social 

status and community. During times of peace researchers tend to focus on 

associated social and family issues; during times of war attention is directed to 

the impact of the wider societal structure on the welfare of children . One area 

that had not been well studied was conflict as a risk factor for, and an 

accelerant of, child abuse . Globally, during the past decade armed conflict has 

killed around two million children , with a further estimate of six million injured or 

disabled and one million left without any family (Lindberg et ai, 2007) . In 

addition , survivors of warfare, both those directly affected by the violence or 

those who witness it are highly likely to develop psychiatric disorders (Pearn , 

2003). According to Lindberg et al. (2007) this is true even for low-intensity 

conflicts where studies in Israel, for example, found maladaptive behaviours 

and PTS in ch ildren . Clearly the consequences of conflict are far reaching , 

impacting on children's physical safety and social and cognitive development 

(Connolly et ai , 2007) . 

There are many reasons to believe that conflict may increase the risk of abuse 

even though studies of this kind are unlikely to be performed during an ongoing 

confl ict. Conflict, like any major traumatic event, is more likely to increase 

stress. For example, families who have to move out of their home as a result of 

conflict, there is evidence of the acute stress and anxiety that 'living in the 

shadow of conflict can cause' (Connolly et ai, 2007, p13) . Kenny (2001) 

suggested that in some cases, this type of stress and anxiety can cause parents 

to exert excessive control over their children for fear of their safety and 

sometimes even lead to harsher and more authoritarian parenting styles. Much 

of the literature suggests that conflict related stress and anxiety may lead to 

severe depression , which , in turn , may place some children at greater risk of 

experiencing domestic violence (Smyth & Thomson , 2001) . 

Others describe how depressed mothers expressed difficulties with parenting 

skills and were concerned about passing on these disabling effects to their 
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children (Manktelow, 2007) . Understanding the intergenerational impact of 

conflict has other theoretical implications. According to social learning theory, 

for instance, children learn parenting behaviours by modelling the observed 

parenting behaviours and patterns of others (Bandura, 1977). Based on this 

theory, children who have been raised by parents who continue to engage in 

community unrest would likely model the problematic behaviour into adulthood. 

Research exploring children and young people who have witnessed both 

community conflict and domestic violence in Northern Ireland is limited . 

However, a recent study carried out in the US, one of the first using a large 

national sample, helps to shed some light on the associated psychiatric 

symptomatology and psychiatric outcomes of young people who witnessed 

parental and/or community violence. Using a sample of young people aged 12-

17 years (n=3,614) , Zinzow et al. (2009) measured risk and protective factors , 

witnessed domestic violence, witnessed community violence, characteristics of 

participants, PTSD and major depressive episodes (MDE). The authors also 

examined violence characteristics among two subgroups: those who witnessed 

parental violence and those who witnessed community violence. Findings 

revealed that among young people who witnessed parental violence, those who 

were afraid that they would be physically injured were 5.8 times more likely to 

meet PTSD criteria and 7.3 times more likely to meet MDE criteria , compared to 

those who did not fear injury. Young people who witnessed community violence 

were associated with a greater likelihood of PTSD. Beyond variance accounted 

for by key demographic features and characteristics of participants, the study 

concluded that mental health outcomes, such as PTSD and MDE, were 

significantly associated with witnessed parental violence and witnessed 

community violence (Zinzow et aI, 2009). 

While the association between violence, abusive behaviour and mental health 

related stress is not clear (Humphreys, 2007) , there is enough research to 

suggest that stress can increase the risk factors associated with childhood 

maltreatment. For example, a study of the effects of Hurricane Floyd in North 
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Carolina where a fivefold rise in the number of detected cases of shaken baby 

syndrome (inflicted traumatic brain injury) were found (Keenan et aI, 2004); 

increased reports of child abuse in the six months following Hurricane Hugo 

(Curtis et aI, 2000) ; and reports of increased intentional injuries in children 

during the Intifada in 2000-2001 (Helweg-Larsen et aI, 2004). Although not 

referring directly to violence perpetrated against children during his presentation 

to the Children's Law Centre in Belfast, the Commissioner for Human Rights 

stated that 'a sad relationship has been shown in several communities struck by 

violent conflict ; there is a higher risk of domestic violence' (Hammarberg, 2007, 

p4) . 

Section Summary 

That the Troubles had a lasting impact on families is all too clear. From the 

physical consequences of death , disability, and increased risk of familial 

violence, to the psychological effects of having family members forcibly 

displaced , the Troubles, like any international conflict, have had a devastating 

effect in the past (Mendez, 2007) . Research evidence shows that the 

psychological experience associated with the Troubles is characterised by 

vulnerability to depression , anxiety, ill health, poverty, domestic violence and, at 

times, child abuse and neglect. While there is some evidence to suggest that 

the post-conflict generation of children appear to be coping well (Schubotz & 

Devine, 2008), the intergenerational effects of the Troubles are also evident in 

the literature (McMahon & Keenan, 2008) . Of equal importance are the 

complexities of the psychological well-being of children as they 'try to adjust to 

the challenges ahead and leave the culture of violence behind' (Binks & 

Ferguson , 2007, p241). 

3.3 POVERTY 

While it is not being suggested that poverty causes maltreatment, there is 

evidence that many children who experience abuse are living in poverty 

(Berger, 2004; Katz, 2004; Katz et aI, 2007; Hooper et aI, 2007; Tuck, 2000) . A 

common explanation often suggested in the literature centres on the increased 
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risk of stress among families living in poverty (Dyson , 2008). Drawing on 

international, UK and Northern Ireland literature, this section of the chapter 

begins by considering poverty as a concept. The section to follow considers the 

impact of poverty on children and families. The section concludes by analysing 

what is known about poverty related stress as a risk factor for childhood 

maltreatment. 

3.3.1 Poverty as a Concept 

According to Axford (2008), conceptualising poverty is difficult since on the one 

hand , there is limited consensus in terms of definitional boundaries and a lack 

of agreement on what poverty is exactly. On the other hand , few doubt the 

value of its eradication . Lister (2004) contends that families are living in poverty 

when they experience low-income, deprivation and lack of assets. Park et a/. 

(2002) explored the impact of poverty in five domains: health , productivity, 

physical environment, emotional well-being, and family interaction. Much of the 

literature suggests that the definition of poverty should be based on resources 

and living standards, depending of course on culture and standards of society 

(Axford , 2008). European Union indicators suggest that children are living in 

poverty when they are living in households below the national standard and in 

workless households (Bradshaw et ai, 2007). 

While household income is a valid indicator of poverty, Magadi and Middleton 

(2007) combined indicators of a household income and deprivation; that is, 

households which lack particular goods or access to services. A greater 

understanding of deprivation is attributed to Townsend (1987) and usually refers 

to unmet need across a number of domains. In Northern Ireland, reported to 

have one of the highest poverty rates in Europe (Herron , 2005) , the official 

measure of spatial deprivation is the Northern Ireland Multiple Deprivation 

Measure (NISRA, 2005) and refers to seven domains of deprivation: income; 

employment; health and disability; education , skills and training; proximity to 

services; living environment and ; crime and disorder. 
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3.3.2 Impact on Children and Families 

The commitment to reduce the number of children living in poverty in Northern 

Ireland is translated into policy through Lifetime Opportunities (OFMDFM , 

2006b) . According to McMahon and Keenan (2008), the primary aim of this 

strategy was to eradicate child poverty by 2020. However, some 167,000 

children were living in non-severe poverty in Northern Ireland (Hillyard et ai, 

2003) and a further 32,000 children were living in severe poverty (Monteith & 

McLaughlin , 2004) , contributing significantly to ill health, such as asthma, 

malnutrition and poor dental care (Save the Children, 2005). A more recent 

study concluded that around 44,000 children in Northern Ireland were still living 

in severe poverty at the time of publication (Magadi & Middleton , 2007). 

A report launched by the Institute of Public Health (IPH) in Ireland and Combat 

Poverty highlighted the extent to which social factors, such as poor housing, 

nutrition and education contribute to, and significantly influence, health 

outcomes (IPH & Combat Poverty, 2008) . For example, in Northern Ireland, 

47% of unskilled workers suffered from long-term illness compared to 30% of 

managers and professionals (IPH & Combat Poverty, 2008). Yet the UNCRC 

was explicit in this regard . According to McMahon and Keenan (2008, p154) 

the State has a responsibility to 'take measures to ensure that children enjoy an 

adequate standard of living '. However, the CRC (2008) raised concerns that 

poverty was a serious ongoing problem affecting all parts of the UK but that it 

was a particular concern in Northern Ireland, where over 20% of children were 

reportedly still living in persistent poverty in recent years . 

While it is not a direct cause of poor outcomes for children, Layard and Dunn 

(2009) suggest that poverty is one of the five most persistent predictors of 

subsequent disadvantage. Levels of disability and ill health , which are higher in 

Northern Ireland compared to the rest of the UK, have also been associated 

with poverty. In the first annual report on poverty and social exclusion (DHSS, 

1999), the government acknowledged that lack of income meant that access to 

good-quality health , education and housing was reduced which, in turn, 
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impacted on people's health and well-being. To a large extent, the 

government's method of alleviating poverty focused on encouraging the 

unemployed back into work. Yet a qualitative study carried out in Northern 

Ireland found that finance was still a problem even though half of the lone 

parents interviewed were in fact in employment (Gingerbread Northern Ireland , 

2003) . Participants rated parental stress, family health and children's life 

chances as equal to their concern regarding low income. 

3.3.3 Significance - Risk Factors for Maltreatment 

The cost of living in Northern Ireland is approximately 20% higher than in the 

rest of the UK (Hillyard et aI, 2003) making it more difficult for parents to provide 

a nutritious diet for their children . Horgan (2005) contents that this may explain , 

in part, why the percentage of overweight or obese children in Northern Ireland 

has increased by more than one-quarter in the past ten years . Additionally, 

Monteith and McLaughlin (2004) found that a large number of children with 

disabilities in Northern Ireland lived in severe poverty. Over one-third of 

children living in poverty also lived with a disabled or chronically ill parent 

(McLaughlin & Monteith , 2006) . A concern for children, in particular those who 

experienced multiple disadvantages such as disability and poverty, is the 

deleterious affect on their long-term health and well-being (Layard & Dunn , 

2009) and the increased risk factor for abuse and neglect (Briggs, 2006). 

Winter and Connolly's (2005) study investigated the relationship between 

childcare referrals and measures of deprivation . The authors used data 

gathered from an intake family and childcare social work team in Northern 

Ireland . All incoming referrals (n=342) from nine wards over a three-year period 

were used . The study found evidence to support a strong association between 

referrals made to the family and childcare team and families living in deprivation 

(Winter & Connolly, 2005). The authors acknowledged that not every family 

who live in poverty will neglect or abuse their children and although the study 

was small in scale, it made a contribution to existing knowledge regarding the 

number of children at risk of maltreatment and measures of deprivation . 
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A similar study from Scotland found that unemployment, along with other 

indices of poverty, was strongly associated with a range of child abuse and 

neglect (Gillham et ai, 1998). The results indicated that it was the undermining 

of the participants' self-esteem that led to the displaced violence against close 

family members. Eamon's (2001) study also found a cross-over between 

poverty and increased depression in the family, resulting in rises in physical 

punishment of children . 

Globally, the picture was similar. One study used data from the National 

Longitudinal Survey of Youth in the US to explore the effects of income, family 

structure and public policies on several indicators of child abuse and neglect 

(Berger, 2004). Results suggested that these factors placed families at greater 

risk of child neglect, which , in turn , impacted negatively on children's health and 

well-being. In particular, low income made it difficult to receive routine medical 

and dental care , and the physical chastisement of children was associated with 

the quality of the caregiving environment (Berger, 2004). However, Faulkner 

and Faulkner (2004) stipulated that abuse, when it occurred, was a result of 

isolation associated with poverty, rather than personal shortcomings of the 

parent. 

Others warned that exploration into additional family characteristics was needed 

to provide a true picture of the relationship between poverty and abuse. For 

example, Carter and Myer (2007) investigated correlations between poverty and 

physical neglect of children , finding none. They claimed that the two strongest 

predictors of physical neglect were related to primary caretakers who had 

mental ill health or substance abuse problems. Nonetheless, research 

evidence has made significant links between poverty induced homelessness 

and child abuse and neglect. A study carried out in Denmark, for example, 

investigated parental unemployment as a risk factor for abuse and neglect of 

children , concluding that unemployment degraded and humiliated parents, and 

as a result placed considerable strain on their behaviour towards their children 

(Christofferson, 2000) . 
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While lack of income does not cause poor outcomes for children directly, 

poverty is one of many adverse life events associated with childhood mental 

health (Layard & Dunn, 2009). Ford et al. (2007) reported that neither parental 

income, quality of school or living in a deprived neighbourhood were found to 

have any direct effect on, or changes in , child mental health . However, when all 

factors are looked at simultaneously, they contended that family conflict , poor 

mental health of a parent and physical illness of a child increased the risk of 

poor outcomes for children . Significantly, they found that when children 

experienced more than two adverse life events, the likelihood of mental health 

problems increased (Ford et aI, 2007) . 

Section Summary 

Local government has clearly placed poverty high on the children's agenda but 

the fact remains that a considerable number of children living in Northern 

Ireland continue to experience poverty, social deprivation and disadvantage. It 

is also by now well established that child maltreatment occurs in many forms 

and across all socio-economic groups. It is not specific to low income families 

alone but the research indicates that children who grow up in poverty can be 

more vulnerable to maltreatment, particularly physical abuse, emotional abuse 

and neglect. While there are no large scale studies that specifically examine 

the nature of the relationship between child maltreatment and poverty in 

Northern Ireland, the literature is clear about the cumulative effect between 

poverty, stress, and maltreatment; these are further compounded when families 

experience mental health problems (Dyson , 2008). 

3.4 MENTAL HEALTH AND WELL-BEING 

This section of the chapter highlights the growing concern about children and 

families ' health and well-being in Northern Ireland (Walsh , 2007). It begins by 

exploring some of the key issues related to mental health problems in children 

and adults, while introducing some recent initiatives aimed at addressing this 

growing complex and social problem. The concept of well-being is considered 

in the next section , where the links between mental health and well-being are 
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made. The section then considers children with disabilities and special 

educational needs. Like all sections of this chapter, the significance of these 

issues, as sources of stress for children and families, are analysed in relation to 

risk factors for maltreatment. 

3.4.1 Mental Health 

Considerable information relating to mental health in Northern Ireland is owed to 

the work of the Bamford Review (DHSSPS, 2006b). Drawing on the expertise 

of specialists in the field of mental health , the working groups produced 11 

extensive reports covering aspects of mental health and learning disability in 

Northern Ireland. Of significance to children is the sixth report A Vision of a 

Comprehensive Child and Adolescent Mental Health Service (DHSSPS, 

2006b). According to the report, the prevalence of mental illness was 25% 

higher in Northern Ireland than the rest of the UK; it was estimated that 45,000 

children aged 5-15 years in Northern Ireland had a mental health problem and 

that a further 13,250 children under the age of 10 had a learning disability. 

The number of adults with serious mental illness has also risen by 13% over the 

last five years with the prevalence rate estimated to be at least one-fifth higher 

than in England and in Wales (DHSSPS, 2006c). In one study, a fifth of adults 

stated they were depressed and a similar percentage was assessed as having 

a severe psychiatric disorder (DHSSPS, 2006b) . Participants who stated that 

they had been affected by the Troubles were almost twice as likely to show 

signs of mental illness (34%) compared to those who felt they had not been 

affected much (18%) . Unemployment can be both a cause and a consequence 

of mental ill health . Employers estimate the cost of mental ill health to industry 

is £25 billion across the UK (Rethink, 2007) . The cost of mental health in 

Northern Ireland during the period 2002-2003 was nearly £3 billion ; more than 

the total spend on health and social care for all health conditions (Northern 

Ireland Association for Mental Health , 2004). At least one in four people will 

experience a mental health problem in Northern Ireland (Rethink, 2007). 

One way of addressing these concerns began with the Health Promotion 
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Agency (HPA, re-launched on 1 April 2009 as the Public Health Agency) 

campaign to raise awareness of mental ill health through publication of 

information and mental health initiatives. For example, a Mind Your Head guide 

was published to target student life in Northern Ireland (HPA, 2008a). The 

guide offers information on managing stress and achieving and maintaining 

positive mental health and well-being . Another support guide, targeting 

teachers, youth workers and parents of children aged 13-18 years aims to help 

young people maintain mental and emotional well-being and manage stress 

(HPA, 2008b). It is unfortunate such an initiative has not been launched 

targeting teachers of younger children , especially when lack of understanding of 

mental ill health makes it difficult for teachers to discuss it with younger pupils 

(DfES, 2001) . Training on mental health is lacking for primary school personnel 

and the level of awareness of its importance amongst primary school staff 

remains low (OfSTED, 2005) . 

The lack of mental health training initiatives was also identified in Northern 

Ireland. Aiming to address the mental health needs of young people, the HPA 

published the evaluation report of a pilot training programme Mental Health First 

Aid (MHFA) (HPA, 2008c) . The training programme was developed in Australia 

to improve mental health literacy and following the success of delivering the 

programme in Scotland , the HPA trialled the training in Northern Ireland. 

Targeting professionals who provide services to 16-25 year olds, the MHFA is a 

12-hour evidence based training programme that teaches participants how to 

recognise the symptoms of mental ill health , such as psychosis, depression and 

anxiety. The training , which teaches participants to be mental health first 

aiders, addresses sections outlined in the Promoting Mental Health Strategy 

(DHSSPS, 2003b) and the Northern Ireland suicide prevention strategy Protect 

Life (DHSSPS, 2006d) . The evaluation of the pilot programme was extremely 

positive but of particular note was the continued knowledge of the five basic 

steps to effective response three months after participation in the training (HPA, 

2008c). The HPA has since purchased the MHFA programme and it is being 

adapted for use in Northern Ireland (HPA, 2009). Whether this programme is to 
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be used with a wider audience, i.e. professionals who work with younger age 

groups; whether it is to be used with more specific agencies, i.e. education 

personnel; or whether a full evaluation of effectiveness is provided, remains to 

be seen . 

3.4.2 Well-being 

The concept of well-being has entered the policy debate on the back of 

research on happiness, life satisfaction, or quality of life (Jordan, 2006). While it 

is now recognised that well-being is central to the realisation of children's rights, 

definitions are problematic and it can appear conceptually confused (Camfield 

et aI, 2009). In an attempt to identify the characteristics of well-being and to 

explore the relationship between these characteristics, Axford (2008) defined 

five concepts of child well-being as need, rights, poverty, quality of life and 

social exclusion. These concepts are linked to the five key domains identified in 

Every Child Matters (DfES, 2003): economic well-being, being healthy, staying 

safe, enjoying and achieving, and making a positive contribution, and the 

additional outcome identified in the Northern Ireland Ten Year Strategy 

(OFMDFM, 2006a) , respecting the rights of children. These two policy 

directives, aimed at children's services, adopt a multidisciplinary framework, 

which acknowledges that children's well-being is associated with the overlap 

between these concepts (Lumsden, 2009). In other words, well-being derives 

from a combination of everything experienced , externally (environment and 

society) and internally (body and mind) (Scott & Ward, 2005; Waters , 2009). 

Recently, based on the findings of the Good Childhood Inquiry (Layard & Dunn, 

2009), the Children's Society produced a manifesto calling government to place 

children's well-being at the heart of UK public policy, to prioritise the interests of 

children who face the greatest disadvantage and to include children as valued 

citizens in reforms for democratic renewal (Children's Society, 2009). 

Understanding these concepts is particularly relevant for two reasons. 
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First, a myriad of research continues to reveal that adverse experiences in 

childhood , such as maltreatment, domestic violence, parental substance and 

alcohol misuse, and parental mental ill health , impact on children 's well-being 

and often results in poor outcomes in adulthood (Devaney, 2008) . Second , and 

more specifically, these experiences often impact on children's learning, their 

behaviour in school, community and home, their mental health , and 

subsequently on their relationships with peers and significant adults (Cole et al. , 

2005; Mills, 2000) . Circumstances such as these are particularly problematic 

for disabled children (Briggs, 2006) . 

3.4.3 Special Educational Needs and Disability 

Since the introduction of the Children (NI) Order 1995, increased recognition 

has been given to the rights and protection of children with disabilities and 

special educational needs (SEN) . There has been a marked increase in the 

number of children identified with disabilities and SEN in recent years 

(OFMDFM, 2007). There are now almost 45,000 children with statements of 

SEN in Northern Ireland and the proportion of these pupils placed in 

mainstream schools has risen to 50% in the past five years . While the Special 

Educational Needs and Disability (NI) Order 2005 has strengthened the rights of 

children with SEN to be educated in mainstream education , special school 

numbers have risen by 6% since 2000. 

This clearly reflects the increasing pressures arising from children diagn:::>sed 

with severe and complex needs that require more intensive support and in 

some cases, specialised educational provision (OFMDFM, 2007). In an effort to 

promote the health and well-being and promote the rights of all children and 

young people in Northern Ireland , the Ten Year Strategy (OFMDFM, 2006a) , 

with the Children and Young People's Funding Package (DENI , 2006), allocated 

£12.5 million from a total £20 million financial package to services for children 

with special needs in Northern Ireland . This financial package clearly attempted 

to focus on supporting learning and healthy lifestyles, however, for many 

children in Northern Ireland the issues they are faced with are complex, multiple 
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and long-term. It is difficult to see how this allocation of funding to services will 

have a positive impact in the near future (Walsh, 2007). 

3.4.4 Significance - Risk Factors for Maltreatment 

One recurrent theme in the research is the debate surrounding associations 

between mental health problems and the impaired ability to parent (Green, 

2002). Finzi et aI's. (2001) study suggests that there is increased risk of alcohol 

or drug addiction among people wit~ mental ill health, which in turn can make it 

difficult for parents to protect and safeguard their children (Dawe et aI, 2008) . 

Research in the UK has also examined the relationship between parental 

mental illness and child abuse. Reder and Duncan (2000), for example, argued 

that parental psychiatric disorders, including paranoid psychosis, depressive 

disorder and postnatal depression, were found in 50% of abuse related fatalities 

in the UK. Others have found correlations between persistent alcohol abuse, a 

factor associated with poverty and mental ill health, fatal neglect of children 

(Fieguth et aI, 2002) and a relationship between mental ill health and domestic 

violence (Anda et aI, 2006). 

Examining a cohort of mothers and single mothers in Ontario, Canada, Lipman 

et al. (2001) found that participants on lower incomes were more likely to have 

mental ill health , such as anxiety disorders and substance abuse, and had 

substantially higher rates of child abuse. They suggested that poverty and 

mental ill health made a problematic situation worse and might cause concern 

for, what Pritchard (2004, p89) describes as, the: 

cyclical theme of neglect and abuse in childhood being associated with more 
mental health problems, and greater inability to provide adequate parenting as 
an adult. 

Research into the risk factors for abuse of disabled children is rather limited 

(Miller, 2002) . However, most of the literature cites vulnerability of children, the 

stress experienced by parents and caregivers, and difficulties in forming 

attachment relationships as key to placing disabled children at high risk of 

abuse (Ammerman et aI, 2000). Studies in the US on the prevalence of abuse 
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among children with disabilities have found that these children , compared to 

their non-disabled peers, are 3.8 times more likely to be neglected or physically 

abused ; 3.1 times more likely to be sexually abused; and 3.9 times more likely 

to be emotionally abused (Sullivan & Knutson, 2000). 

Children with disabilities are at greater risk of abuse and neglect not only at an 

individual level , but also at a wider community and society level (Miller, 2002). 

Although more research has been carried out in the US than the UK, evidence 

suggests that three factors make disabled children more vulnerable : at an 

individual level 'impaired capacities' make it difficult for disabled children to 

'communicate about abuse' or 'seek help' (OFMDFM, 2009 , p53) ; at a 

community level services are not always adequate (Geraghty & Sinciair, 2008); 

and at a societallevel , in addition to poverty, rigid and outdated attitudes and 

assumptions make it difficult for policy developments to impact positively on 

practice (Martin & Baines, 2004). 

Purvis (2008) argued that families with disabled children were 50% more likely 

to be living in poverty. He argued that these families required more help than 

others since the costs for raising disabled children was three times greater than 

costs for raising non-disabled children. Parents of such families were less likely 

to work and if they did , they were more likely to be in low-paid jobs (Purvis , 

2008) . According to Ammerman et al. (2000) , experiences such as these 

oftentimes add to the stress associated with childhood maltreatment. 

Abused children with disabilities are, in fact, less likely to receive the services 

and interventions required (Krahn et aI, 2000). There are barriers to disabled 

children being safeguarded at all stages of the child protection process, from 

referral through to taking action (Edwards & Richardson , 2003). There is a 

paucity of research in terms of residential special schools that reflects the 

assumption that disabled children are less likely to be abused and highlights the 

low priority given to their needs (Williams & Morris, 2003) . For example, 

focusing on chi ld protection procedures and practice, Paul et al. (2004) found 
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that some schools did not get the degree of support from external child 

protection services they required. Moreover, they reported that specialist 

external training , namely the protection of disabled children, was rarely 

available (Paul et ai, 2004). 

Section Summary 

The literature clearly indicates that stress and mental ill health within families 

can arise in various contexts and interact in a myriad of ways. Unfortunately, 

these interactions are neither simple nor straight forward (Institute of Medicine 

(US) Committee on Health and Behavior, 2001). The variety of ways in which 

parents respond to and cope with mental ill health will affect the standard of 

parenting and protection of children (e.g. Parrott et ai, 2008) but service users 

feel that there is a lack of support available in Northern Ireland (NISRA, 2007). 

The vulnerability of disabled children to mental and physical health problems, 

sexual exploitation and physical abuse is well documented (e.g . Briggs, 2006) 

but little preventative or preparative work is being carried out in Northern Ireland 

(McMahon & Keenan , 2008). Finally, services for disabled children in the 

province, especially those required for younger children, vary greatly in terms of 

quality and quantity (Geraghty & Sinclaire, 2008). 

3.5 CHAPTER SUMMARY 

The analysis of the interface between different sources of stress is clearly 

important because the effect is cumulative . The experience of living in conflict 

can be a significant stressor for family members. Research also emphasises 

the dynamic interplay between parental mental ill health and child distress. 

These sources of stress, coupled with poor access to service provision and 

support in Northern Ireland , have a negative impact on parents that, in turn , can 

have a negative impact on their children. Given the importance that growing up 

in a safe and supportive environment has for children's holistic well-being , 

opportunities to develop individual capabilities, and getting the best possible 

start in life, the lack of awareness of these circumstances in some professional 

circles needs to be addressed . 
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Having considered sources of stress for children and families in the Northern 

Ireland context, the following chapter explores legal and policy developments 

and theoretical frameworks relating to child protection and education . This 

chapter will complete the literature analysis section of the thesis. 
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CHAPTER 4: CHILD PROTECTION AND EDUCATION 

4.1 INTRODUCTION 

The connection between child protection and education was given relatively 

scant attention by central government prior to the late 1980s (Lidchi , 2007). 

While the role of educators in reporting abuse to child protection agencies was 

considered important, there was no explicit commentary on mechanisms for its 

development (DENI , 1999). Since then, the literature on child protection and 

education has been developing rapidly (Baginsky, 2007). The relatively recent 

progress has been associated with 'the efforts of researchers and campaigners 

to place child abuse and neglect on the social and political agenda' (Lidchi , 

2007, p355) . It is now recognised that professionals, in particular those in 

education , are in a good position to contribute to child protection , mainly 

through child maltreatment detection and prevention (Walsh et aI, 2008). 

Drawing on this literature and other initiatives, three frameworks are used for 

the analysis of this chapter: the rationale for child protection and education ; 

perspectives on child protection training; and the conceptualisation of child 

protection and education within the context of the current debate surrounding 

practice. 

4.2 RATIONALE FOR CHILD PROTECTION AND EDUCATION 

A major catalyst for the rise of child protection on educational agendas, as 

within all other agencies involved in protecting and safeguarding children , was 

the publication of the Victoria Climbie Inquiry Report in January 2003 (Laming, 

2003) . Since then , policy and legislation have developed with the intention of 

improving professional practice around protecting children and promoting their 

well-being (Appleton & Stanley, 2008). This section of the chapter provides the 

rationale for child protection and education by exploring the theoretical 

influences that have shaped modern practices. The first part considers early 

foundations by drawing on the literature with regard to the development of 

systems and child protection processes. This in turn has influenced 

professional knowledge regarding the unique role of educators. This section 
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places the study within the legal context and explores educators' existing 

knowledge of child protection and education. 

4.2.1 Early Foundations 

The report following the death of Victoria Climbie was not the first review to 

highlight child protection failings in the UK. Over half a century earlier the death 

of Denis O'Neill in 1945 was followed by the first review into the death of a child 

following abuse (Monckton Enquiry, 1945). Since then, numerous children have 

died at the hand of parents and carers. Most, if not all, inquiries called for 

improvements to child protection systems and professional practice, however a 

number made specific reference to education. In January 1973, Maria Colwell 

was beaten to death by her stepfather (DHSS, 1974). Following five years in 

foster care with her aunt, Maria had been returned to her mother and stepfather, 

despite her request to remain living with her aunt. Maria had been in contact 

with various agencies but it was her teacher who first recognised the early signs 

of abuse including physical injuries and weight loss, indicating neglect (Parton, 

1985). 

In many respects, the Colwell case illustrated a number of controversial issues 

in the welfare system, mainly the failure of agencies to respond adequately to 

signs of abuse and the failure to take notice of the child's wishes (Parton, 1997). 

Her death initiated policies for the management of child abuse in England, but 

also emphasised the importance of educators in recognising abuse, and so 

reinforcing their role in prevention (Parton, 2004). Unsurprisingly, new 

procedures identified in the Colwell inquiry report established the framework of 

the administrative system for detecting, investigating and processing child 

abuse cases (DHSS, 1974). The emphasis, both present and past, has been 

on establishing reliable procedures to identify children at risk to maximise inter

professional coordination (DHSS, 1982; DoH, 2002). 

Although the understanding of child protection processes had improved, the 

failure to develop systems to ensure that at-risk children did not slip through the 
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protection net continued . For example, the inquiry surrounding the death of 

Jasmine Beckford , while under the supervision of the Social Services 

Department, concluded not only that her death could have been prevented, but 

also that it was predictable (London Borough of Brent, 1985). A similar 

judgement was reached by the Carlile inquiry, alleging that the death of 

Kimberly Carlile could have been prevented if appropriate intervention of 

welfare agencies had occurred (London Borough of Greenwich , 1987). 

Shortcomings in protecting and safeguarding children were brought into the 

spotlight once again with the death of Lauren Wright and the subsequent inquiry 

(Norfolk Area Child Protection Committee (ACPC) , 2002). The inquiry identified 

themes consistent with previous reviews : failure to intervene early enough . 

Following 17 months of physical abuse, Lauren Wright died in May 2000 and , 

despite the subsequent inquiry detailing a number of failings , the most 

significant impact was felt in education . When Lauren's stepmother explained 

her injuries as accidental , teachers did not question this. Lauren's school did 

not have a teacher trained in child protection, a breach of local authority 

guidelines, and the school had no designated child protection teacher at the 

time of the abuse (Norfolk ACPC, 2002). 

Children have died despite the involvement of a range of services in numerous 

situations (Lachman & Bernard , 2006) . In moving forward , the Chief Inspector's 

Report on Safeguarding Children (DoH, 2002) and the government's response 

to the Victoria Cl imbie inquiry report (Laming , 2003), was the Green Paper 

Every Child Matters (ECM) (DfES, 2003) , published with the aim of improving 

the outcomes for children . Marked as a vehicle of protection for all children and 

their families (Varey, 2005) , the legal spine to this reform was established 

through the Children Act 2004. Every Child Matters painted a picture of 

integrated children 's services where collective working and sharing of 

knowledge would serve to prevent further tragic child deaths at the hands of 

abusers. To address the objectives of greater social and educational inclusion, 

Every Child Matters: Next Steps placed child protection and education on the 
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legal and pol icy map by calling for the development of more effective 

collaboration between schools and other welfare professionals (DfES, 2004b) . 

These developments and other local inquiry reports influenced the development 

of child protection and education in Northern Ireland. For example, the Wallace 

Inquiry into the mishandling of the inappropriate behaviour of a former teacher 

towards pupils in 1998 informed the development of Pastoral Care in Education : 

Child Protection (DEN I, 1999). In addition, the Cabin Hill report was to inquire 

into the events surround ing the sexual abuse of pupils in the boarding 

department of the school by a fellow pupil in 1992 (DENI & DHSSPS, 2005). 

This resulted in a number of recommendations to schools in Northern Ireland, 

including that of more in-depth child protection training for both teaching and 

non-teaching staff. More specifically, the report recommended that all child 

protection training offered to all schools in the province, including newly 

appointed teachers , should make reference to the difficulties experienced by 

many children in disclosing abuse, the support available to victims of abuse 

and : 

the possible long-term effects of physical , sexual and emotional abuse and the 
need to consider the possibility that there may be other victims when a case of 
sexual abuse is identified or suspected (DENI & DHSSPS, 2005, p45). 

4.2.2 The Unique Role of Educators 

Compulsory education provides access to the child population and unique 

opportunities for identifying and monitoring children experiencing maltreatment 

(Blyth & Cooper, 1999). As educators' unique role in child protection WCJS 

becoming more evident, Mclntyre (1990 , p305) justified the child protection role 

of teachers : 

Schools must accept responsibility for their abused/neglected students for many 
reasons : legislation mandates it, professionalism demands it , and empathy for 
children subjected to cruelty and pain morally and ethically necessitates it. 

Evidently, educators are uniquely placed , as responsible adults outside 

children 's and young people's family life, to be able to detect early indicators of 

child maltreatment. In fact, 'no other agency, such as social services or the 

police, is in this position ' (Sinclair Taylor & Hodgkinson, 2001 , p77) . Because of 

their almost daily contact with children , educators have a positive role in child 
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protection , being able to observe outward signs of maltreatment, changes in 

behaviour, and difficulties with relationships or failure to develop more 

generally. It is most likely that the professional who may first be alerted to a 

child in need is the class teacher or educational practitioner (DfES, 2006) . 

Educators will be aware of: the way the child presents in the educational setting; 

an unexplained but significant different pattern of attendance, attainment or 

behaviour than that previously noted; unexplained or unaccustomed injuries; or 

a direct disclosure from a child. Through these observations and understanding 

individual children 's needs, educators are also able to contribute to the personal 

and social development of children , even though , according to Baginsky (2007, 

p9) , 'some cast doubt on their willingness to accept this role '. 

Since school age children spend approximately one-third of their daily lives in 

educational settings (NSPCC, 2002), the unique role of educators is described 

by DfES (2006, p67): 'Education staff have a crucial role to play in helping 

identify welfare concerns and indicators of possible abuse or neglect at an early 

stage'. As children cope with the pressures of family and personal 

circumstances that may adversely affect their academic learning, and social and 

personal development, the links between the pastoral and academic 

dimensions of schooling are highlighted (MacBlain et aI, 2006). Indeed , a 

primary purpose of pastoral care in schools is 'to help children and young 

people make progress in their learning ' (Burnison , 2003, p4) . 

4.2.3 Education, Child Protection and the Legal Context 

It is by now well established that children and young people cannot learn 

effectively unless they feel secure. Consequently, and following Department of 

Education (DENI , 1999) requirements , many schools feel that child protection is 

such a vital part of education that child protection procedures are made explicit 

in school policy documentation. In addition , since sport and leisure contribute to 

the welfare of children , i.e. in health , civic pride and social inclusion , it is 

therefore important to have sound child protection in all leisure and health 
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environments, whether within or beyond the school (Rossato & Brackenridge, 

2009) . 

The rights of children in the UK and Northern Ireland have been acknowledged 

through signing of the UNCRC. This had a direct influence on local government 

and non-government organisations (NGOs) to develop specific legislation in 

relation to the protection of children (Handley, 2007). As a signatory of the 

UNCRC, the UK, including Northern Ireland, has a duty to scrutinise and report 

progress in services, practices and policies in relation to UNCRC 

endorsements. Since the publication of the Laming (2003) Report, changes in 

legislation in England made safeguarding children a statutory duty for boards of 

governors in schools (Bartoli , 2003). The work of educators and school staff in 

child protection is governed by a collection of documents, circulars and 

guidelines that define good practice. Guidance to educational settings about 

their safeguarding duties is contained in Safeguarding Children in Education 

(DfES, 2004a) and receives legal backing in the Education Act 2002 and the 

Children Act 2004, reflecting some of the principles of the UNCRC. A further 

dimension to protecting children in educational settings is highlighted in local 

government policy and legislative frameworks whereby educators have both a 

pastoral and legal responsibility towards the children and young people in their 

care. 

In Northern Ireland, the education sector is guided by several key policy 

directives and legal requirements. These include Pastoral Care in Schools: 

Child Protection (DENI , 1999 under revision) , which offers guidance with regard 

to child protection , suspected abuse and complaints against school staff; and 

the Education and Libraries (NI) Order (2003) which , apart from school funding 

and other organisational matters such as admissions, deals with how boards of 

governors are to safeguard and promote pupil welfare, child protection issues, 

and school discipline. Additionally, Department of Education Circulars (DE, 

2006a ; 2006b; 2006c; 2006d) refer to: the safe recruitment of staff; the 

employment arrangements for substitute teachers ; child protection training for 

78 



boards of governors; and vetting arrangements for staff (including voluntary 

staff) . Regional Policy and Procedures (Regional ACPC, 2005) offer guidelines 

for everyone who works with children and which therefore emphasise that child 

protection is 'everyone's business'. 

These guidelines, coupled with the Protection of Children and Vulnerable Adults 

(NI) Order (POCVA, 2003) , the Education (Prohibition from Teaching or 

Working with Children) Regulations (NI) 2006, and AccessNI (2008) give 

schools the responsibility to contribute to the prevention of child abuse and 

neglect and ensure that those deemed unsuitable to work with children will not 

gain employment in education . In fact, the link between child protection and 

education means that those who work directly with children and young people in 

education must be prepared to work with other professionals (McKee, 2008) 

and be in tune with both legal and pastoral responsibilities before embarking on 

professional teaching practice. Unfortunately, where many of these legal and 

policy directives refer to the importance of immediate and ongoing child 

protection training for personnel , no procedures have been produced to address 

child protection training for student educators in Northern Ireland, even though 

efforts have been made elsewhere. 

For example, the need for child protection training was discussed as a future 

requirement in teacher education in the late 1990s. Subsequently, Circular 4/98 

Teaching : High Status, High Standards (Department for Education and 

Employment [DfEE] , 1998) laid out requirements for, and standards within , all 

pre-service education courses, or initial teacher training as it is known in 

England. These requirements consisted of the general educational curriculum 

content, however it was still widely recognised that those standards dealing with 

child protection issues, such as recognition of abuse and responding 

procedures, were often overlooked in favour of other core curriculum areas 

(Baginsky, 2000). Yet, as the importance of child protection and education was 

increasing, student educators were claiming to be enthusiastic to learn more 

about their child protection responsibilities in schools (Baginsky, 2000) . 
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Following this , the Department of Health (DoH) (DoH, 2002, p4) report pointed 

out the importance of child protection training in pre-service education and 

argued for the establishment of: 

Minimum expectations, standards and curriculum for child protection training as 
part of the core professional training of all professionals working with children 
and young people (e.g. teacher training) . 

The NSPCC (2004) outlined how educators could be left facing disciplinary 

action or even dismissal if they failed to recognise and act on abuse. It 

therefore called on the government to ensure that all educators were fully 

trained in child protection awareness as part of their professional qualification. 

The NSPCC warned, however, that if schools were to take on this responsibility, 

the government had to provide the resources and make it compulsory for every 

pre-service educator to have more child protection training than the average two 

hours highlighted in previous NSPCC research (Baginsky, 2000). This changed 

in 2006 when Every Child Matters (DfES, 2003) , legally mandated through the 

Children Act 2004, made it a requirement for teacher education courses in 

England and Wales to provide pre-service child protection training (DfES, 

2006) . While a legal mandate for this was commendable, research evidence 

continued to identify sporadic and inconsistent child protection components in 

pre-service education (Rossato & Brackenridge, 2009). 

Internationally, the picture was similar. For example, in Spain (Cerezo & Pons

Salvador, 2004) , in Australia (Laskey, 2007; Mathews & Walsh , 2004; VVatts & 

Laskey, 1997), and in New Zealand (Rodriguez, 2002) , only limited child 

protection training was offered to pre-service teachers and in-service training 

lasted an average of less than three hours (Walsh et aI, 2006) . Even in places 

where basic child protection training was a pre-requisite for licensure for 

educational staff (Virginia Board of Education and the Virginia Department of 

Social Services, 2003), a two-hour online course was deemed sufficient to meet 

training requirements (Virginia Commonwealth University, 2009). Since 

Northern Ireland has yet to make any recommendations to mandate pre-service 

child protection training in education , and teacher education routes generally do 
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not make pre-service child protection training compulsory, it is not surprising 

that the literature continues to reveal significant deficits in educators' knowledge 

of child abuse and neglect. 

4.2.4 Educators' Knowledge of Child Protection 

Despite their potential to fulfil a crucial role in addressing and preventing 

maltreatment, and the legal responsibilities to child protection in education , 

educators' knowledge of maltreatment continues to raise concerns in the 

literature. Through the development and use of a child protection training 

framework in teacher education, the NSPCC (2003) highlighted that educators 

needed to be clear and confident about their own pastoral role before 

participating effectively with other disciplines. Through sharing ideas and a 

common language, educators would gain confidence in their own abilities to 

deal effectively with the sensitive and confidential, yet essential issues of child 

protection . However, it has been reported that educators felt they could have 

contributed more to the child protection process if they had been better enabled 

to do so through training (Webb & Vulliamy, 2001). Baginsky (2007) argued 

that training opportunities needed to be provided for educators so that they 

might develop a greater understanding of professional roles in the child 

protection process and thus contribute more to effective multi-agency work. 

In Australia , Hawkins and McCallum (2001) examined the effect of training and 

the tendency to report hypothetical cases of maltreatment, and investigated 

influential factors in the decision of respondents to report. Using three groups -

recently trained , previously trained and non-trained - results indicated that 

recently trained groups were no more certain of, or likely to report , suspected 

neglect, physical abuse disclosure and suspected physical abuse than the non

trained group. However, emotional abuse was more clearly understood and 

reported by trained respondents than by their non-trained counterparts . 

Compared to the trained group, the non-trained group indicated that reporting 

may make the situation worse for the child . Regardless of when the training 

occurred, support of the role of educators as mandated reporters , quality of 
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suspicion or levels of severity described in the vignette and personal knowledge 

and training were compelling factors underlying the decision to report. The 

study concluded that trained educators were less likely to allow extraneous 

issues to influence their decisions to report , which further illustrates the efficacy 

of the training programme (Hawkins & McCallum, 2001). 

A later survey of all schools in South Australia explored teachers' experiences 

of, and views about, child protection reporting training and school reporting 

practices (McCallum, 2002) . Educators identified four key inhibiting factors with 

regard to their role in working effectively in child protection. These were lack of 

school structures i.e. isolation in the decision-making process; lack of 

experience i.e. with teaching and child protection matters; personal issues i.e. 

fear of reprisal ; and perceived increase in workload i.e. increased class size 

with less time to build relationships with individual pupils . For each of these 

factors, lack of training was cited , raising questions about the effectiveness of 

child protection work in Australian schools (McCallum 2002) . 

Similar findings emerged from a five-year study carried out among health, social 

services and school professionals in the Balearic Islands (Cerezo & Pons

Salvador, 2004). The key findings of this study emphasised that the detection 

of child maltreatment, following the training , was tripled from 0.58 to 1.77 per 

1,000 children . However, Cerezo and Pons-Salvador (2004) found also that 

front line health and social services professionals only have occasional contacts 

with the child population . They concluded that, in order to broaden the 

spectrum of detection and to reach more maltreated children , it is necessary to 

train and support school professionals who have contact with children on an 

almost daily basis (Cerezo & Pons-Salvador, 2004). 

While the importance of recognising abuse is all too clear, Webster et al. (2005) 

investigated how and when educators reported what they had observed. They 

used 24 vignettes with 480 participants to indicate their child maltreatment 

reporting behaviour so that, conceptually, certainty about recognition and 
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reporting could be measured on a continuum of the professionals' knowledge. 

Participants fell into three categories: those who understood the importance of 

recognising and reporting abuse equally; those who recognised abuse but did 

not report (indicating under-reporters); and those who reported a concern but 

were less certain about recognising abuse (indicating over-reporters) . From the 

11,436 vignettes analysed , the majority (62.6%) of respondents' understood the 

importance of recognising and reporting abuse equally; however under

reporting was more prevalent (33 .2%) than over-reporting (4.2%) . Further 

analysis identified that a number of case, teacher and school characteristics 

determined the level of this under-reporting among the sample. Teacher 

characteristics included less education , beliefs that reporting would cause 

problems for the teacher and/or the child, or the fact that they were first time 

reporters . The main case characteristic was if the participant perceived the 

abuse to be less serious (e.g. physical and emotional abuse) and school 

characteristics (e.g. support available) also affected the likelihood of under

reporting (Webster et ai, 2005) . 

In summary, an association has been found between child protection training 

and improved knowledge relating to child maltreatment detection , legal and 

moral responsibilities , and reporting procedures during professional practice. It 

is not being suggested that training is a panacea to improve all practice; 

however there is enough empirical evidence to suggest that child protection 

training is an important means of improving the quality of child protection 

practice. 

4.3 PERSPECTIVES ON CHILD PROTECTION TRAINING 

To increase effectiveness, training must be locally appropriate and help identify 

and critically evaluate problematic gaps in existing systems and equip people to 

confront these (Lidchi , 2007) . In so doing, training acknowledges that the scope 

of maltreatment is wide and that it is embedded in a social context. This section 

of the chapter explores these issues. It begins by presenting the complexities 

associated with the design of and participation in child protection training 
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programmes. This is followed by a review of pre-service child protection 

training programmes. The section concludes with an analysis of the 

contemporary debate surroullding inter-professional education and how it 

contributes to the protection of children . 

4.3.1 Complexities in Child Protection Training 

A key question for those involved in child protection training is how to learn from 

best practice elsewhere. Because dealing with child maltreatment is complex in 

practice, training design and participation are controversial and raise many 

questions (Sinclair Taylor & Hodgkinson, 2001). Specifically, how do training 

programmes address the ethical issues relating to a children's rights based 

approach versus the cultural context in which the training is to be delivered? 

How do training programmes approach multi-professional perspectives on 

children coupled with the learning styles of participants? In responding to such 

questions, Lidchi (2007) suggests that training should transfer knowledge and 

develop practical skills, recognise constraints and possibilities, and reflect a 

local context, while Lachman and Bernard (2006, p966) add that training : 

... should also encourage questioning and debate. This is crucial so that 
practitioners can explore the difficult and complex issues that often occur in 
child protection work. 

Educators working for child protection face the challenge of achieving a balance 

between ascertaining accurate information about abuse and neglect and not 

placing children at further maltreatment by their response. While child 

protection training should enable educators to develop their ability as 'tight rope 

walkers' (Brock, 2000, p113) or as Feng and colleagues (2009 , p405) aptly 

express it, enable them to be 'dancing on the edge', training is not a panacea 

for all existing problems (Lidchi , 2007) . Furthermore, interpretation of training 

content depends on educators' experiences, beliefs , attitudes and how they 

define and respond to maltreatment (Feng et aI, 2009 ; Taylor & Lloyd , 2001) 

and depends crucially on their understanding of childhood and child 

development (Howe, 2005) . Since there are multiple perspectives of childhood , 

which are culturally influenced and change over time (Wailer, 2005) , and 
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different disciplines have different agendas stemming from their core training , 

an understanding of children 's development should be approached within 

training programmes from a variety of perspectives. 

This responsibility and indeed the importance of multi-agency training are 

emerging as key elements in some child protection training initiatives (Glennie, 

2007). For instance, it has been argued that multi-agency and mixed group 

training is useful because, as well as sharing practice experiences and 

information during training sessions, participants will form useful links with each 

other and use these links to create a community of practice (Social Care 

Institute for Excellence [SCIE] , 2009) . Indeed, the International Society for the 

Prevention of Child Abuse and Neglect (ISPCAN) uses a multidisciplinary model 

in its protocol for international training of child abuse and neglect professionals 

in developing countries (Gray, 2008) . 

In most places a 'tiered ' approach to child protection training is used. For 

example, the North East Scotland Child Protection Committee's training 

programme Emotional Abuse and Neglect (NESCPC, 2006) deals with child 

protection awareness at Tier 1; interagency child protection work and direct 

work with children at Tier 2; and specialised child protection training at Tier 3, 

while the NSPCC's (2003) Learning to Protect includes two foundation modules 

and one consolidation module. 

Every Child Matters (DfES, 2003) conceptualised the approach to child 

protection training in four tiers, whereby each tier equates to a different level of 

training and service need : Tier 1 training and service relates to universal issues 

and includes an introduction and raising of basic awareness of issues regarding 

child abuse and neglect; Tier 2 training equates to an intermediate level and 

concentrates on professional and multi-agency practice and early prevention 

issues; Tier 3 training offers consolidation and reflection related to services 

provided directly for children in need ; and Tier 4 focuses on specialist issues 

that are advanced and offer specialist subject based training . 
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Even though perspectives on training approaches are varied , there is a clear 

empirical rationale for training educators in child protection both as an individual 

agency and through inter-agency training . What level of training or how much is 

to be afforded to the undergraduate curriculum is still not clear. Education 

settings will vary in their understanding of child maltreatment and even though it 

is not an expectation to provide in-service child protection training for students, 

they are equally vulnerable to disclosure from a child during school-based work 

and placement. As Sinclair Taylor and Hodgkinson (2001, p79) quite rightly 

point out, 

.. . questions need to be raised about effective preparation for this ; after all , the 
consequences of failing to respond adequately could be grave. 

4.3.2 Pre-service Child Protection Training 

Following recommendations in Every Child Matters (DfES, 2003), there was a 

strong proposition that everyone working with children , young people and 

families had a common need for knowledge and skills, which would help lead to 

more integrated and effective services for children and families . These were 

related to effective communication , children 's holistic development, 

safeguarding , supporting transitions, multi-agency working, and sharing 

information (HM Government, 2005b) . 

While there is limited empirical evidence to show that education and training 

produce good interagency work in protecting children , Murphy et al. (2006) 

suggest that training will improve knowledge and understanding which should , 

at the very least, help to improve future child protection work. However, a 

number of reasons are cited for lack of in-service child protection training. 

Educators are already frequently over-stretched in their work (Rossato & 

Brackenridge, 2009) , there is often limited agency funding and a lack of career 

incentives and pathways for participation (Butchart & Phinney Harvey, 2006) , 

and there is over-reliance on a small number of external trainers (Penter et aI, 

2005). 
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Despite this , case reviews into child deaths (e.g. Victoria Climbie, Maria Colwell , 

and Lauren Wright) have consistently found evidence of poor inter-agency 

knowledge, communication and collaboration (Murphy et aI, 2006) . Key in the 

list of recommendations is effective training not dissimilar to education and 

training recommendations contained in the report Safeguarding Children (DoH , 

2002) . This report stated the need to ensure an appropriate range of joint and 

single agency pre-service training to meet the needs of the children 's workforce 

and the establishment of: 

.. . minimum expectations, standards and curriculum for child protection training 
as part of the core professional training of all professionals working with 
children and young people (e.g. teacher training) (DoH , 2002, section 2.19). 

Sinclair Taylor and Hodgkinson (2001 , p77) claim that 'there is an empirical 

base for educating intending teachers about child protection, strengthened by 

the legal context' . Yet, there are still concerns as to how well educators, both 

qualified and pre-service, are prepared for their legal role in child protection and 

whether it is possible to maintain a high level of pastoral care amidst current 

curricular requirements (Webb & Vulliamy, 2001). Educators and teacher 

education programmes in the UK have been slow to develop a discipline 

specific knowledge base for maltreatment, which may well contribute in some 

way to address this gap (Sinclair Taylor & Hodgkinson, 2001). Internationally, 

studies have tended to focus on assessing teachers' familiarity with signs and 

symptoms of abuse and in some countries where reporting is mandatory, 

reporting procedures in schools only (Walsh & Farrell, 2008) . A number of 

related issues arise: variations in content, delivery style or training format, 

limited allocation of ch ild protection training within the undergraduate curriculum 

and the debate surrounding the optional or compulsory nature of inclusion. 

An example from the US is provided by Kenny (2004). Using the self-report 

educators and child abuse questionnaire (ECAQ) , Kenny explored educators' 

self-perceived adequacy of pre-service training . Only 34% of her sample stated 

that they had received pre-service child protection training ; of these nearly two

thirds felt that the training was either minimal (43%) or that it was inadequate 
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(23%). In general , educators in this study did not feel that they were 'aware of 

the signs and symptoms of neglect, physical, or sexual abuse' (Kenny, 2004, 

p1315) . In fact, a large percentage of participants (87%) did not even know 

their own school procedures for reporting child abuse. 

The same author explored the use of web-based child protection training for 

pre-service education students (Kenny, 2007). Participants were postgraduate 

school and mental health counselling students (n=67) and undergraduate 

education students (n=29). They completed a pre- and post- training 

questionnaire and an online tutorial on child protection . The tutorial included an 

87 -page information guide on literature and experience related to childhood 

maltreatment. Topics in the tutorial included: incidence and prevalence 

(statistics) ; descriptors and indicators; consequences (emotional and 

behavioural) ; the legal context; and reporting procedures for mandated 

reporters. The pre- post-test, which was secured through student registration 

codes, was completed once to allow for a measure of actual performance. The 

test consisted of 20 multiple choice questions to assess information covered in 

the tutorial. Results from the study found a significant difference between pre

and post-test scores and respondents' self-reports of knowledge were also 

significantly higher following the online tutorial (Kenny, 2007) . However, the 

study was time limited , in that students were allocated one hour only to 

complete the tutorial , and no short- or long-term follow up with participants was 

completed to test their knowledge development. By and large, participants 

favoured the format of the online tutorial , even though participants in other 

studies did not. 

For example, in a review of child protection training provided in Australia , Penter 

et al. (2005) explored the content of child protection education within a range of 

undergraduate programmes. Where participants in Kenny's (2007) study were 

satisfied with the online tutorial approach to training , the majority of participants 

in the Penter et al. (2005 , p15) study favoured 'face-to-face learning methods 

over other tra ining approaches such as self-paced learning and e-Iearning '. 
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Because universities were competing with curriculum demands and staff 

expertise and experience, the provision of child protection training and 

education was found to be sporadic and inconsistent. In some training 

professions there appeared to be limited specific undergraduate content of child 

protection , in particular those from medicine and teaching . Following the 

review, Penter et al. (2005 , p18) called for the inclusion of 'core child protection 

in undergraduate programmes, particularly social work, psychology, education 

and teaching , medicine' and a need for 'improved coordination and 

collaboration between tertiary institutions about child protection training' . 

Similar findings have been reported elsewhere in Australia. In a survey of 

teacher education programmes, Watts and Laskey (1994) found that nearly half 

provided no child protection training at all. When child protection education was 

included, the same inconsistencies found in the US and in the UK existed : 

variations in content, sporadic time allocations and different professional 

backgrounds of facilitators . The same authors found no change three years 

later (Watts & Laskey, 1997). This low priority afforded to pre-service child 

protection training continued in Australia for a further ten years i.e. Laskey 

(2007) found disparities in child protection education in the undergraduate 

curriculum. Unsurprisingly, this lack of pre-service child protection education 

meant that student teachers were, as Goldman (2007 , p368) described it, 

'suffering a crucial lack of confidence ... and also in their ability to respond 

appropriately to suspicions of it' . These findings are indicative of the lack of 

consensus on what constitutes necessary child maltreatment content and the 

most effective approaches for delivering pre-service child protection training 

(Walsh et aI, 2008) . 

In an attempt to better understand the child protection input in teacher 

education in the late 1990s, researchers in the UK surveyed 128 institutions and 

327 schools to follow-up educators' attitudes towards child protection issues 

(Baginsky & Hodgkinson, 1999; Baginsky, 2000) . Although most courses 

compl ied with basic government requirements in relation to the provision of 

89 



-

child protection training , the coverage was superficial, deemed to be 'patchy' 

and limited to chance encounters with the content. Child protection training that 

was provided was addressed after the first assessed school placement 

(Baginsky, 2000) . In light of this, students were not always prepared to deal 

with a child protection issue during their first school placement. The maximum 

level of child protection training identified among the institutes was eight hours, 

however, this was part of a more general conference on child protection and 

related issues instead of specific child protection training. In some cases, there 

was no difference between the length of the child protection inputs on one-year 

Post Graduate Certificate in Education (PGCE) courses and four-year degree 

programmes. Even with changes to the provision of guidelines on child 

protection in schools through the aforementioned Circular 4/98 (DfEE, 1998), 

10% of the schools that participated in the survey did not have a child protection 

policy in place during their most recent OfSTED inspection. 

Baginsky (2000) concluded that the role of schools in relation to child protection 

matters depended on a number of factors. These included the quality and 

content of training educators had received during their teacher education and 

the level of confidence they had about responding to child protection in schools; 

the relationships that were established with social services and the perceptions 

that each agency had of the other; the priority schools gave to child protection in 

education ; and shared understanding between schools and social services 

about what constitutes an appropriate referral. A key recommendation made in 

the report was that, 'It is vital that a planned approach to training teachers in 

child protection is adopted ' (Baginsky, 2000, p7) . 

In a later study, Baginsky and Macpherson (2005) found that the majority of 

teacher education programmes included child protection training but these were 

mostly restricted to procedures, legislative duties or detection. Content was 

delivered in various forms , including lectures, seminars and workshops, with 

most four-year courses only devoting two-three hours to this content. Although 

it appeared that most institutions were willing to provide child protection training , 
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the limited time allocation and such variation in content suggest they were still 

far from having what Walsh and Farrell (2008 , p587) describe as 'a discipline

specific knowledge base for preparing future educators' . 

A study in Northern Ireland used the early years questionnaire on child 

protection (EYQCP) (McKee, 2003) , to explore the views of 150 local educators. 

The study reported a low percentage of educators having received child 

protection training prior to the administration of the questionnaires (24%) . 

Additionally, the majority of those working in education with young children 

reported feeling inadequate in their ability to detect and identify early indicators 

of abuse and neglect (64%) . These findings are worrying especially since lack 

of familiarity with the early indicators of maltreatment and lack of knowledge of 

procedures makes it extremely difficult to effectively report suspected abuse 

(CPSSS & DE, 2007; Kenny, 2004). 

It has been suggested that training is the cornerstone to improving practice; yet 

where DfES (2006) proposed an extension of child protection training to include 

educators, this was only for those already in a teaching position and thus failed 

to clarify the position of pre-service educators (Baginsky, 2007) . Child 

protection training is now provided as a compulsory aspect of the 

undergraduate education curriculum in some states in Australia and the US. 

Through interprofessional education , some universities in the UK are beginning 

to embrace a shared learning approach to child protection between key front 

line pre-service professionals. However, pre-service child protection training 

continues to be inconsistent in terms of content and application . Amidst 

changing legislation and policy, pre-service educators continue to have limited 

child protection training opportunities in Northern Ireland . 

4.3.3 Interprofessional Education 

Calls for interprofessional education (IPE) date back to the 1970s (Ludwig , 

1977) and the concept gained increased impetus in the 1980s when the Centre 

for the Advancement of Interprofessional Education (CAIPE) was founded in the 

91 



UK (Clague, 2006) . Initially focusing on health and social care , CAIPE was the 

principal pioneer for 'innovation and quality of interprofessional education and 

practice in the UK and often beyond' (Clague, 2006, p312-313) . One of the 

major proponents of IPE in the UK is the Higher Education Academy (HEA), a 

government funded body aiming to enhance student learning experiences 

across all disciplines. In 2003, the HEA Subject Centres were awarded funding 

to evaluate existing IPE programmes across the UK (Sills, 2005) . To 

strengthen the functions of IPE, the European Interprofessional Education 

Network (EIPEN) was established in 2005. The main aims of EIPEN were to 

develop a transnational network, and to promote and share good practices and 

innovations in IPE in health and social care. Following the first international 

El PEN conference in 2007, the network became firmly established , activities 

were expanding in terms of quantity and quality, and the networks of 

professions interested in IPE were developing rapidly (Sills, 2005). 

Given the need for higher education to prepare future professionals in 

collaborative working, five HEA Subject Centres commissioned the University of 

Sussex in 2007 to undertake a knowledge review of the nature, contexts and 

participants in IPE as part of the HEA Integrated Children's Services in Higher 

Education Project (ICS-HE) (Taylor et aI, 2008). For inclusion in the review, 

participating higher education institutions (HEls) had to include students from 

education and early years , health sciences and practice, psychology, social 

work, medicine and dentistry, and/or youth and community work. 

Multiprofessional education has been described by CAIPE (2002 , p2) as 

'education which takes place when two or more professions learn side by side'. 

However, the knowledge review adapted the generally accepted international 

definition of IPE (with its emphasis on interaction and mutual goals), as: 

'Occasions when two or more professions learn with , from and about each other 

in order to improve collaboration and the quality of care' (Freeth et aI, 2005 , 

p11 ). 
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An additional component to the ICS-HE Project was a one day conference in 

November 2007, Preparing Tomorrow's Professionals (McKimm et at, 2008). 

The aim of the conference was to highlight and discuss innovative educational 

practices for the integrated children's services agenda, established through the 

Every Child Matters agenda (DfES, 2003). Since the thrust of policy across all 

UK jurisdictions is for integrated working in children 's services (Kirk & 

Broadhead , 2007) , participation from Northern Ireland , Scotland and Wales, as 

well as England, was encouraged. 

One study reported at the conference, related to a shared learning and teaching 

experience pilot study between social work students and early childhood 

trainees (McKee & Devaney, 2007) , was from Northern Ireland. At the time of 

the study, there had been no previous opportunities for either group in Northern 

Ireland and subsequently there was no empirical evidence of effectiveness to 

make comparisons. However, the study raised two important questions that 

occur repeatedly in the literature: first, whether this experience will be effective 

in promoting long-term changes in the graduates' approaches to their 

professional practice and second , whether the outcomes for children will be 

improved as a result of participating in the experience. From the perspective of 

participants, a number of positive findings were beginning to emerge. The 

experience helped participants to develop and foster a shared understanding of 

safeguarding children and young people, including the importance of shared 

assessment of need . Through an improved understanding of, and collaboration 

between , two professional groups, participants developed effective 

communication. Finally, participants welcomed the opportunity to learn with, 

from and about other professional groups and reflected on their ability to 

promote children 's health , well-being and safety needs through these effective 

working relationships (McKee, 2008; McKee & Devaney, 2007) . 

While there is obvious scope for development, for example, the inclusion of 

participants from other pre-service programmes in education , health, legal and 

social care fields , it has been suggested that initiatives, such as the pilot from 
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Northern Ireland, were the first step in providing interprofessional child 

protection training opportunities in pre-service education (Taylor et aI, 2008) . 

Most certainly this·was one of the first to do so in Northern Ireland. 

4.4 CONCEPTUALISING CHILD PROTECTION AND EDUCATION 

The final section of this chapter conceptualises child protection and education 

by presenting what is known about: working together to protect children and 

young people; safeguarding children and young people in educational settings; 

and child protection in the curriculum (CCEA, 2007a). This section concludes 

by highlighting recent developments and future possibilities for child protection 

and education in Northern Ireland . 

4.4.1 Working Together in Child Protection 

Schools in Northern Ireland recognise that working with other agencies is an 

essential component in helping to protect and safeguard children (DHSSPS, 

2006e). Numerous advantages are cited in favour of shared child protection 

work, including effective information sharing and open communication between 

agencies, understanding and accepting professional roles, and effective use of 

resources (Baginsky, 2007). However, the literature on the promotion of 

working together in child protection is confusing since it uses terms such as 

joined-up working , collaboration , inter-agency, multi-agency and coordination 

both interchangeably and in distinct ways (Frost, 2005). There is limited 

evidence to show that multi-agency child protection work leads to better 

outcomes for children and young people. Similarly, there is little evidence that 

multi-agency collaboration leads to better decision making in terms of the child 

protection process (Baginsky, 2007). While there appears to be overall 

agreement that shared working , or joined-up thinking , in child protection is 

necessary, it is recognised as being difficult to achieve (Frost & Robinson , 

2007). 

An examination of the Office for Standards in Education (OfSTED) reports on 

local education authorities in England found that, through feedback from 
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schools , liaison with social services was unsatisfactory and in need of 

significant improvement (Baginsky, 2003) . While it is acknowledged that 

educators achieved a considerable amount of child protection training during 

the 1990s and into the early 2000s, most of this training occurred in a single

agency setting 'without the opportunity to give due consideration to the 

mUltiagency context of practice' (Baginsky, 2007, p11). In Northern Ireland, the 

DHSSPS (2006e) inspection of child protection services found that protocols 

across education and social services did not facilitate a multiagency approach 

to child protection . More specifically, the inspection found that education staff 

were concerned that they did not have 'the expertise or resources to provide 

support' to children (DHSSPS, 2006e, p90). 

Others suggest that multiagency child protection training helps to motivate and 

support practitioners in their child protection role (Brandon et ai, 2006). In 

Working Together to Safeguard Children, DfES (2006, p93-94) states that, 

All training in safeguarding and promoting the welfare of children should create 
an ethos that values working collaboratively with others. 

Unfortunately, this collaborative approach to child protection training has been 

shown to be difficult to achieve between education and social services 

personnel across the UK (Baginsky, 2007) . In Northern Ireland, there also 

appears to be a lack of shared learning opportunities between these 

professional groups at the pre-service stage (McKee, 2008). A critical issue to 

arise from this literature is that pre-service multi-agency training will inform 

professionals of the multi-agency context of child protection work (Baginsky, 

2007) ; contribute to the effective safeguarding role of front line practitioners 

(Altshuler, 2003) ; and remove barriers to multi-agency work (Sloper, 2004). 

4.4.2 Safeguarding in Education 

The term safeguarding is becoming more widely used but it still lacks a precise 

definition (Hall & Williams, 2008). Safeguarding is commonly held to be a more 

inclusive concept than that of child protection . It refers to the importance of 

acknowledging a child who may be in need and then providing appropriate 
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intervention to mitigate a range of unfavourable outcomes (Baginsky, 2007). 

Given that school-aged children spend up to 30 hours a week in school, 

educators have a key safeguarding role and are ideally situated to promote 

children 's welfare. However, the Office for Standards in Education, Children's 

Services and Skills' (OfSTED, 2008, p21) annual report described front line 

educational professionals as 'less well-equipped' in their safeguarding role. 

To this end , the schools' role in child protection is generally viewed in two ways: 

surveillance and prevention. The interconnectedness of these two concepts is 

described by Walsh et al. (2008), whereby educators are best-placed to identify 

and report suspected child abuse and neglect (surveillance) and , by doing so, 

will enable early intervention of support services, providing long-term benefits to 

the child and family (prevention) . The aforementioned policy directives and 

legal guidance aim to alert educators to the indicators of maltreatment and , 

where fit , make that concern known to the designated teacher (e.g. DENI, 

1999). While the position of the designated teacher is to coordinate child 

protection issues within the school , they are reliant, to a large extent, on the 

ability of other staff to recognise and report maltreatment (Baginsky, 2007). 

Despite the increased focus on schools as agents for child protection and 

safeguarding (OFMDFM, 2006a) , educators admit to being confused as to what 

constitutes abuse (Baginsky, 2003) , how to fulfil their safeguarding role 

(Brunker, 2007) and how to integrate preventative measures into the school 

curriculum (Topping & Barron , 2009). Additionally, pupils have reported that 

schools do nothing to prevent severe bullying in schools (Cassidy, 2009) and 

although most schools are safe, the violence and abuse that occurs in the lives 

of children and young people have found their way inside the school gates 

(Osher et aI, 2004) . It has been suggested that the steady rise in violent attacks 

between peers and siblings in schools often goes unrecognised by education 

personnel (Finkelhor et aI, 2006) . 
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Clearly, educators and other school personnel have a significant role in ch ild 

protection and safeguarding . They can help maltreated and non-maltreated 

children by creating a positive and supportive environment in school and help to 

identify welfare concerns , and indicators of possible abuse or neglect, at an 

early stage (CPSSS & DE, 2007). Staff in schools should not themselves 

investigate possible abuse or neglect; their key role is to refer concerns and to 

contribute to assessment (DfES, 2006). These efforts will help rather than 

further stress children when the educator is aware of important factors related to 

the child , the family background and the type and duration of the abusive 

situation . As the effects of abuse and neglect are multifaceted (i .e. affecting 

several areas of functioning) , so too are the interventions and strategies used 

for prevention within the school curriculum . 

4.4.3 Child Protection in the Curriculum 

A principal component of education in Northern Ireland is to keep children safe 

and to promote their well-being (CCEA, 2007b; DENI, 1999; OFMDFM, 2006a). 

The fact that schools have an important role in child protection is without 

question since they are able to make 'children and young people aware of 

behaviour towards them that is not acceptable, and of how they can keep 

themselves safe' (DfES, 2006 , p67 -68) . Influenced by international , national 

and local research and policy, the education system in Northern Ireland has 

seen significant change in the past two years , namely through the phasing in of 

the Revised Curriculum from 2007 to 2010 (CCEA, 2007a). Outlined in the 

Education (NI) Order 2006 Schedule 1 Areas of Learning and Contributory 

Factors and developed in the Education (Curriculum Minimum Content) (NI) 

Order 2007 , the curriculum is applicable from Foundation Stage (FS) through to 

Key Stage 4, the end of compulsory schooling in Northern Ireland. 

During the FS, the first two years of primary school , the curriculum endorses 

quality provision and aims to build on children 's learning experiences with an 

appropriate programme to develop their dispositions to learn. It also aims to 

provide children with the skills and competencies they will need to succeed in 
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school and in future life. Placing the child at the centre of the educational 

process is not revolutionary; however this has not always been the case in 

Northern Ireland (Walsh & Gardner, 2006) . Since the early school starting age 

in the province is unique compared to the rest of Europe, it is enlightening to 

see that the new FS endorses a more play-based approach to learning and 

teaching . This is of particular importance since play contributes significantly to 

children 's well-being , self-esteem, confidence, and their sense of safety 

(OFMDFM , 2009) . 

Key Stage 1 (years three and four) and Key Stage 2 (years five to seven) build 

upon and develop the experiences provided in the FS with continued emphasis 

on personal , social and emotional development as well as explicit emphasis on 

the development of thinking skills and personal capabilities . Children, at this 

stage, need to be able to tackle complex tasks beyond the knowledge they have 

accumulated in FS in order to cope with everyday challenges. In fact the 

central aim of CCEA (2007a) is to support this view by empowering children to 

make informed, responsible decisions and to achieve their full potential 

throughout their lives. In so doing 'the educational setting plays an important 

role in both keeping children safe and in promoting their well-being ' (OFMDFM, 

2009, p29). 

At Key Stage 3 (the first three years of post-primary schooling) , the Revised 

Curriculum places emphasis on the totality of pupils' experiences across the 

curriculum and challenges teachers to make meaningful links beyond their 

subject emphasis. Indeed , incorporation of the Learning for Life and Work 

curriculum strand at Key Stage 4 (the last two years of post-primary compulsory 

schooling) and Key Stage 3 holds considerable potential to become aligned with 

the recommendations of the UNCRC and principles of safeguarding and 

protection in the Children (NI) Order 1995 if appropriately implemented and 

utilised (Beckett, 2008). 
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The intention of the Northern Ireland Curriculum is to be balanced and broadly 

based which promotes the holistic growth and development of children at school 

and thereby of society and equips pupils with appropriate knowledge, 

understanding and skills in preparation for opportunities, responsibilities and 

experiences of life (CCEA, 2007a). From a child protection perspective, these 

aspects of the new curriculum are to be welcomed, however, as Beckett (2008) 

warns , only if its key elements are appropriately realised. In a review of 

children 's rights in Northern Ireland, she explains how the curriculum in 

Northern Ireland has traditionally had a narrow focus on academic learning and 

in doing so, failed to prepare children for 'real life' (Beckett, 2008, p279) . 

Educators clearly have a role to play regarding child protection in education. 

Yet, to narrowly focus on core curriculum content ignores the impact that 

adverse experiences, namely childhood maltreatment, have on learning 

(academically) , behaviour and relationships within education (Cole et al., 2005 ; 

Mills, 2000) . Schools need to address aspects of child maltreatment so that 

they can 'contribute through the curriculum by developing children's 

understanding , awareness and resilience' (DfES, 2006, p67). An effective and 

innovative teaching strategy identified in international research , whereby pupils 

are encouraged to develop concepts of keeping safe, is teaching self protection 

(Topping & Barron , 2009) . 

A review by Kenny et al. (2008) reports the increasing number of self protection 

programmes taught by educators: sexual abuse education , personal safety 

skills , abuse-response skills and body safety programmes. The results of their 

review yielded 21 studies and although not intentional, all were from the US and 

Canada. The authors postulate that one reason for this might be the significant 

attention these two countries' legislatures give to laws surrounding childhood 

maltreatment, which may influence the abundance of programmes present. 

Although there are a number of organisations present in the UK conducting 

prevention programmes (e.g. Kidscape, Protective Behaviours UK), there is a 

lack of attention given to these programmes in educational settings. 

99 



While the reliability and effectiveness of providing such information to younger 

children has been questioned (Gibson & Leitenberg , 2000), Kenny et al. (2008) 

argue that children as young as three years old can be taught how to protect 

themselves. Primarily focused on child sexual abuse, teaching self protection 

programmes are also designed to prevent other forms of maltreatment, such as 

emotional and physical abuse of children both by familiar people and strangers 

(Krazier, 2002) . Key concepts relating to improving self-esteem, acquiring body 

safety skills and learning to speak out appropriately and confidently, are 

included in all programmes. While there is limited empirical evidence that 

teaching self protection directly reduces the rates of maltreatment, skills learned 

will assist children in identifying inappropriate adult behaviour, in particular 

inappropriate sexual advances, and seeking help immediately (Topping & 

Barron , 2009) . They also increase awareness of abuse and neglect among 

parents and thus will help children who disclose abuse to receive a supportive 

response (Kenny et aI, 2008) . 

Some of the arguments against teaching self protection include: difficulties with 

understanding concepts ; increased anxiety and externalising behaviour 

problems; and negative effects on sexual development (Tutty, 2000). However, 

there is little or no empirical evidence to support these claims (Kenny et aI, 

2008). For example, Davis and Gidyz (2000) found that school children who 

participated in the programme understood child abuse concepts and self 

protection skills clearly. In fact , these gains in knowledge were evident in some 

programmes up to five months post- participation . According to parents in the 

Tutty (1997) study, four children out of over 200 became worried after 

participation , even though this same group stated that they were satisfied with 

the programme and no significant increases between pre- and post-anxiety 

measures were found . Gibson and Leitenberg (2000) concluded that school

based abuse prevention programmes were associated with a reduced incidence 

of chi ld sexual abuse and , contrary to concerns voiced in the literature, there 

was no evidence that programmes of this kind were associated with decreased 

sexual satisfaction or avoidance of sexual relationships in adulthood . 
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Kenny et al. (2008) stress the importance of teaching children self protection to 

increase their awareness, knowledge and confidence in disclosing inappropriate 

behaviour and abuse. They favour the terminology self protection as opposed 

to child abuse prevention, since the historical use of the term 'prevention' 

programmes implies that the child is responsible for reducing the risk of 

maltreatment. For younger children, these programmes need to be adapted to 

the developmental and cognitive level of the child and are more effective when 

integrated into other discussions about staying safe, emphasising that 

educators are in a prime position to deliver it. They equate the importance of 

teaching self-protection to that of teaching children about 'traffic and fire safety' 

(Kenny et ai, 2008, p37) . 

The Northern Ireland Curriculum requires that schools take a tri-fold approach 

to child protection (CCEA, 2007a). First, teachers are required to recognise and 

respond to children who may be at risk of abuse and take the necessary steps 

to ensure their safety. Second , schools are required to create an ethos that 

promotes personal and mutual respect, invoking a culture within which children 

feel secure and confident. Finally, schools are required to offer children a 

curriculum to enhance their welfare and provide them with the skills and 

knowledge to protect themselves from danger. However, in developing an 

awareness of personal safety, the current primary curriculum suggests only that 

children have a basic health and safety understanding, such as knowing their 

names and addresses and when to say 'yes' or 'no' to both adults and friends 

(CCEA, 2007a) . In complying with the health and welfare standards laid out by 

the UNCRC and the safety expectations of Every Child Matters (DfES, 2003) 

and the Northern Ireland Ten Year Strategy (OFMDFM, 2006a) , it appears that 

educators need to offer children a more detailed , structured education in self 

protection . 

4.4.4 Recent Developments and Future Possibilities 

One aspect of good child protection practice is the recruitment process to 

safeguard children and young people. Northern Ireland has seen strengthened 
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arrangements of this in recent years by the enactment of the Protection of 

Children and Vulnerable Adults (NI) Order 2003 in 2005, which established a 

duty for childcare organisations, including education establishments, to 

undertake more rigorous pre-employment vetting checks. This legislation 

established the Disqualified to Work with Children list and allowed the 

Department of Education to establish their Unsuitable Persons List (Education 

[Prohibition from Teaching or Working with Children] Regulations (NI) 2007). 

To support this , AccessNI was established in 2008 to provide criminal record 

and other relevant information on employees. 

The Bichard Inquiry was published in 2004 following the murders of Holly Wells 

and Jessica Chapman in Soham in 2000 (Bichard, 2004). As a result, the UK 

Government enacted the Safeguarding Vulnerable Groups Act 2006, to give 

effect to Recommendation 19. This recommendation saw the development of 

new vetting and barring arrangements in England and Wales, and similar 

arrangements in Scotland . Northern Ireland has endorsed these arrangements, 

facilitated by the enactment of the Safeguarding Vulnerable Groups (NI) Order 

2007, effective in 2009. 

In support of this legislation and following the consultation on a Regional 

Safeguarding Board for Northern Ireland (SBNI) , the DHSSPS will introduce 

new legislation to Assembly in 2010. The aim of this legislation will be to 

establish an independently chaired SBNI with an independently chaired 

safeguarding panel in each of the new health and social care trusts. During the 

interim period , the SBNI will be established in shadow form to work with the 

existing four ACPCs and prepare for the transition period (OFMDFM, 2009) . 

Children and young people, through the Revised Curriculum (CCEA, 2007a), 

are encouraged 'to speak out and seek help when they have problems' 

(OFMDFM, 2009, p30) . Two years after implementation, this important part of 

the Revised Curriculum has yet to be evaluated in Northern Ireland . It will be 

interesting to see the development of the Pupils' Emotional Health and 
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Wellbeing Programme, which previously focused on post-primary education 

only, and how it is to be adapted for use within the pre-school , primary and 

special sectors. Finally, the Regional Steering Group on Domestic Violence 

intends to target teacher education routes during 2009-2010 to 'ensure that 

domestic violence issues are included in teacher training programmes' 

(OFMDFM , 2009 , p54). It remains to be seen whether such an initiative is 

accepted nationally, whether topics for inclusion will be developed to include 

broader child maltreatment and safeguarding issues, and whether it is 

evaluated for effectiveness. 

4.5 CHAPTER SUMMARY 

Despite the 'best efforts ' of government, children and young people continue to 

be maltreated . When this happens, it is important for front line professionals, 

including educators, to ensure that children can seek help and are provided with 

the appropriate services at the appropriate time to enable recovery and reduce 

future harm. Recommendations from case reviews, and developing 

government guidance on practice procedures, continually raise the issue of 

professional preparation for child protection in education. The unique role of 

educators in terms of access to children for long periods of time and their legal 

and moral child protection responsibilities are without question; yet educators' 

child abuse and neglect knowledge is varied and preparation for child protection 

work appears to depend on the extent and quality of pre-service child protection 

training received . 

An important point raised in the literature is the role of education to promote 

children 's well-being, ensure their safety and teach them the skills that will equip 

them for life. Unfortunately, since pre-service child protection training is lacking 

in provision , is inconsistent in approach and lacks priority, breadth and scope, it 

is not surprising that educators claim to feel unprepared and concerned about 

their child protection role in education . 
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A number of questions emerge from this chapter as key areas for investigation 

in the current study, in order to draw reliable conclusions for future pre-service 

training"8nd policy in Northern Ireland. These are related to whether a pre

service child protection training programme will increase student educators' 

child abuse and neglect knowledge, the differentiated training needs of student 

groups and the views of key stakeholders in child protection training . 

Having completed a review and analysis of key theoretical frameworks, the 

following chapter will describe in detail the methodology used in the current 

study. 
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CHAPTER 5: METHODOLOGY 

5.1 INTRODUCTION 

This chapter presents the multi-methods approach employed in the study. It 

begins by identifying the research questions and provides a rationale for the 

design utilised. The research used four distinct research tools: a child 

protection training audit (the audit) ; the child protection questionnaire for 

educators (CPQE) ; a child protection training programme, the 'Pastoral 

Pathways Programme' (the programme) ; and focus groups. Following the 

introduction, the design , sample, data collection and data analysis used for 

each of these are considered . 

The research addressed three main questions: 

• Will participation in a pre-service child protection training programme 

develop student educators' knowledge? 

• Is there a need to differentiate pre-service child protection training for 

different student groups? 

• What are the views of participants and experienced practitioners in the 

field of child protection and education regarding pre-service child 

protection training? 

Research Question 1 

The first question was prompted , in part, by a research survey carried out in the 

late 1990s. McKee (2003) found that qualified early years educators in 

Northern Ireland had not received adequate child protection training during their 

pre-service education . In fact, this was found to be the case in other 

international studies which explored levels of pre-service child protection 

training in a range of education training routes, for example in Australia (Laskey, 

1997, 2007; Mathews & Walsh , 2004; Walsh et aI, 2008) , in New Zealand 

(Rodriguez, 2002) , in the US (Kenny, 2004; Penter et aI, 2005) , in the UK 

(Baginsky & Hodgkinson , 1999; 2000; Baginsky & Macpherson, 2005) and in 

Ireland (Maclntyre et aI, 2000). However, very few studies explored knowledge 
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development following participation in a pre-service child protection training 

programme and no research of this kind had been carried out in Northern 

Ireland. In an attempt to fill this research void and answer the first research 

question , the current study developed and delivered a child protection training 

programme in pre-service education and , using a pre- post-design , assessed 

student educators' childhood maltreatment knowledge development. 

Research Question 2 

Available pre-service child protection training programmes that were considered 

for the purpose of this study had a number of limitations. First, most were 

developed in the US, Australia and the UK (Baginsky, 2007) and did not appear 

suited to Northern Ireland for a number of reasons. In Australia and some 

states in the US, for example, it is mandatory to report child maltreatment and 

this element of the child protection process is included in most training 

programmes (Walsh et aI, 2008) . Where there is a legal obligation to report a 

criminal offence in Northern Ireland (Wallace & Bunting, 2008) , there is no 

specific legislation that mandates educators to report child abuse and neglect. 

Second , many programmes, with the exception of the Learning to Protect 

programme (NSPCC, 2003) in the UK, were brief. This was problematic since 

the literature suggested longer programmes lead to greater knowledge and 

skills gain for participants. Third , many programmes were developmentally 

staged , i.e. training to protect 0-4 year-olds or adolescents and none were in 

existence within pre-service education curricula to draw upon. No programmes 

for health and leisure students were available although during the course of this 

research , some were emerging (Rossato & Brackenridge, 2009). 

It was envisaged , as indicated in the second research question , that the 

appropriateness of the training programme would be enhanced by matching 

child protection training content with existing curriculum topics and the needs of 

students on different undergraduate programmes. All of these factors 

highlighted the need for a culturally appropriate, developmentally staged , 
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content specific pre-service child protection training programme that would be 

implemented within existing undergraduate programmes. 

Research Question 3 

While exposure to effective in-service child protection training has been known 

to increase educators' knowledge about maltreatment, as evidenced in the 

literature, knowledge alone is not enough to combat child abuse and neglect 

(Maclntyre et ai, 2000) . Given the influence that attitudes and beliefs can have 

on, for example, reporting behaviours and effective response to victims of 

abuse, it was important to consider the views of participants. Pre-service 

educators' insider view of child protection training and the perspectives of 

experienced practitioners in the field of child protection and education provide a 

seldom tapped but potentially useful source of information. It was considered 

important, therefore , as indicated by the third research question, to carry out 

focus groups with key stakeholders, student participants and experienced 

practitioners. 

Overall , the study used multi-method research procedures with both quantitative 

and qualitative components. Data were collected in order to (a) accurately 

describe characteristics of child protection training previously received by 

participants; (b) measure child abuse and neglect knowledge pre- and post

study; (c) compare data to establish the differentiated training needs of 

participating groups; and (d) analyse the views of participants and practitioners. 

The primary aim was to train future education professionals, early years 

specialists and health and leisure staff because of the frequency and intensity of 

their almost daily contact with children and young people (Baginsky, 2007). In 

doing so, the prospect of educators responding appropriately to maltreated 

children in their care was expected to increase. 

5.2 OVERALL DESIGN OF THE STUDY 

During the design of th is study, a significant message to emerge from the 

literature was that 'there is no single best strategy or set of strategies for 
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researching all topics' (Schmitter, 2008 , p264). The use of an array of data 

collection methods has been recommended in a number of sources from as 

early as Merton and Kendall (1946) to the present day (Punch , 2009) . With 

regard to complex research questions, multi-method design is used to ensure a 

more in-depth understanding through the possibility of triangulation of data. 

With this in mind , the guiding principle of the research design was to ensure that 

the methods employed would be fit for purpose. 

The objectives identified demanded a multi-method approach that 

encompassed not only a degree of statistical analysis but also qualitatively rich, 

illuminative data (Wilkinson & Birmingham, 2003). The overarching research 

questions of this study were to examine student educators ' child abuse and 

neglect knowledge, to examine the training needs of different groups and to 

examine the extent to which a conceptual understanding of pre-service child 

protection training was shared by participants and experts in child protection 

and education . Exclusive use of either qualitative or quantitative methods was 

judged inadequate for this inquiry. The research methods included audit, 

questionnaire, vignette and focus groups. The audit was the first step in the 

research design and was used to identify 'the problem to be changed ' 

(Oillenburger, 1998, p76) . This led to the dependent variable of the study, the 

knowledge based questionnaire including a practice vignette . This was used as 

the basis of measurement to decide whether or not the intervention , the 

independent variable , was appropriate. 

The decision to employ the qualitative methods of focus group discussions 

arose from the recognition that priorities, fears , prejudices, beliefs and opinions 

are not easily quantified by statistics; an attempt was made to reach 'a deep~r 

und§fStaDrung oisocial-phenomena than would be obtained from purely 

quantitative date' (Silverman , 2001 , p32). A process of methodological 

triangulation (Creswell & Piano Clark, 2007) , that is the use of multiple methods 

to study a single problem, was therefore adopted for this study. 
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Described by Punch (2009 , p296) as a 'sequential explanatory design', that is 

the use of qualitative data to 'help explain, or to build upon , initial quantitative 

results ', the study is characterised by the collection and analysis of quantitative 

data followed by the collection and analysis of qualitative data. While there are 

demonstrated benefits to this approach , i.e. the use of one method to neutralize 

some of the disadvantages of others, mixed methods are not without limitations 

(Creswell & Piano Clark, 2007) . In addition to recognising and preparing for the 

extensive data collection and analyses, this study required careful consideration 

in relation to : the specific research questions posed; the mix of researcher skills 

required ; and the heightened concern about ethical issues. 

Ethics 

Before commencing the research , ethical permission was sought and obtained 

from the Research Ethics Committee, Queen's University, Belfast. Throughout 

all stages of the research strenuous efforts were made to adhere to the key 

ethical principles of maintaining the integrity of the researcher, respecting the 

rights and dignity of those involved in the research and ensuring the well-being 

of participants (Simons & Usher, 2000) . The ethical guidelines set out by the 

British Educational Research Association (2004) and the British Psychological 

Society (2004) were also consulted and applied to all phases of the 

consultations in terms of responsibility for the research participants and the 

community of child protection and education practitioners. 

Researcher involvement is known for having four possible disadvantages: the 

risk of subjectivity and bias; vested interest in the results ; generalizability; and 

informed consent (Creswell & Piano Clark, 2007). To address these, the 

planning stage of the study incorporated careful consideration of the 

researcher's position as 'trainer' and informed involvement of colleagues. It 

was deemed that recognition and analysis of strengths and weaknesses of 

researcher involvement, and scrutiny from colleagues as 'critical friends' 

(Punch, 2009 , p45), would act as a cross-check for possible subjectivity, bias or 

vested interest. Even though the issue of generalizability applies to all 
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research , understanding this was a crucial part of the preparation stage of the 

study. 

One of the main strengths of researcher involvement is that they bring greater 

understanding of the topic (Punch , 2009) . In particular, because there may be 

daunting ethical challenges surrounding the sensitive topic, i.e. child protection, 

researcher involvement ensured that students were reminded during every 

contact that participation was voluntary and that student support systems were 

in place. The involvement of the participating institutions Student Support 

Centre was established and information leaflets relating to this were provided at 

each application stage of the questionnaire, at the beginning and end of each 

training session (contained within student handouts) and at the beginning of the 

focus groups. Participants were also informed that time was allocated 

throughout the study to discuss the content of the training programme on an 

individual basis if required. 

5.3 STAGES OF THE RESEARCH 

1. The first four chapters provided an analysis of the existing literature in 

relation to childhood maltreatment and its impact on children 's learning and 

development, sources of stress within the Northern Ireland context and the 

relationship between child protection and education . This was used as a base 

from which to develop the CPOE and an appropriate pre-service child protection 

training programme, the Pastoral Pathways Programme. 

2. The second stage of the research , broadly the implementation stage, covered 

the application of the CPOE at three stages i.e. before, during and after the 

training and delivery of the pre-service child protection training programme over 

a 3-year period . 

3. The third stage involved a series of focus group discussions with each of the 

student groups after the tra ining programme was completed . 
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4. The final stage involved two by-invitation focus groups with an 'expert' panel. 

Participants in this group represented Northern Ireland education and library 

boards, the Department of Health , Social Services and Personal Safety 

(DHSSPS) , the Area Child Protection Committee Training Unit, the National 

Society for the Prevention of Cruelty to Children (NSPCC) Child Protection in 

Sport Unit and Education Advisory Unit, and teacher educators representing 

initial teacher education . 

5.4 CHILD PROTECTION TRAINING AUDIT 

A child protection training audit, the audit, was used to identify the level of 

existing child protection training on offer in the participating institution. Training 

audits have been identified by McCallum and Baginsky (2001) as a useful 

method of obtaining data quickly and effectively to assist with training 

programme design. They contend that programme content will be determined 

by existing gaps in provision ; in this case, there was a need to ascertain the 

level of pre-service child protection training offered to participants from all 

programmes. 

5.4.1 Sample 

At the time of the study 62 staff were employed as 'academic personnel' in the 

participating institution for more than one year. This included 29 men and 33 

women staff. They all taught on four undergraduate degree programmes: 47 

ITE (Primary and Post-primary) , six on Health and Leisure Studies (H&L) and 

nine on Early Childhood Studies (ECS) with some teaching on more than one 

programme. 

Eleven audits were returned via email : one on behalf of nine ECS staff; one on 

behalf of six H&L staff; four from ITE Primary staff; and five from ITE Post

primary staff. Two additional emails were returned , one by ITE Primary staff 

and one by ITE Post-primary staff, indicating than none of the topics on the 

audit were covered . 
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The audit sample can be seen at Table 5.1. 

Table 5.1 Child Protection Training Audit Sample 

Programme Male Female Total Total 

employed returned 

H&L 3 3 6 1 

ECS - 9 9 1 

BEd Primary (ITE) 14 15 29 4 

BEd Post-primary (ITE) 12 6 18 5 

Total 29 33 62 11 

5.4.2 Data Collection 

Questions in the audit addressed the following : 

1. Recognising abuse 

2. Responding to abuse 

3. Child abuse and neglect prevention 

4. Working with other professionals 

5. Legal and policy context 

6. Case conference attendance 

7. Court attendance. 

For each of these questions participants were asked to indicate if training 

content related to a series of topics was 'adequate' or 'minimal '. For instance, 

for the question 'recognising abuse', participants were asked to indicate if they 

adequately or minimally delivered training on: 

1. Physical indicators of abuse 

2. Behavioural indicators of abuse. 

For the question 'responding to abuse', participants were asked to indicate if 

they delivered training on: 

1. Disclosure from a child 

2. Disclosure from families 

3. Anonymous disclosure 
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4. Continued observations 

5. Reporting procedures 

6. Recording procedures 

7. Procedural flow chart 

8. Child protection plan . 

For each question , participants were also asked to indicate 'other' taught topics 

that they deemed relevant to child protection training. Participants were asked 

to either complete the audit individually or to have a collective response 

organised on behalf of the four undergraduate degree programmes. 

Representatives provided their name and telephone contact details for 

clarification purposes if required. 

Piloting 

The audit was piloted with members of the participating institution's Child 

Protection Committee to evaluate content, format and appropriateness of 

distribution. Four Committee members were internal 'academic personnel', one 

member was a representative from DHSSPS and one member was a 

representative from DE (n=6). Committee members were given a copy of the 

audit in person during a pre-convened committee meeting and time was 

allocated at the end of the meeting to review the audit. Committee members 

provided verbal feedback and returned the audit to the researcher. The 

suggestions made, which were minor with regard to content, were incorporated . 

5.4.3 Procedures 

With permission from the participating institution , the final version of the audit 

questionnaire was distributed electronically using the participating institution's 

email distribution list (cf. Appendix 5.1) . A date for return was given at the top 

of the audit and again in the emailletter. Participants were asked to return the 

completed audit either by email or as a printed hard copy through the 

partiCipating institution's internal mailing system. Although the audit was sent to 

all academic personnel (n=62) , they were not all required to complete it as this 
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would have caused duplication , i.e. more than one member of staff taught on 

the same programme. The emailletter, therefore , indicated that a 

representative from each undergraduate programme may complete the audit. 

In this way, it was left to individual teams to decide who returned the audit on 

behalf of the undergraduate degree programme. 

5.4.4 Data Analysis 

Training elements were collated using a word processing package version 2003 

according to each of the questions and topics associated with each of the 

questions. Data were then organised into seven significant themes and used to 

help inform development of the child protection training programme. 

5.5 CHILD PROTECTION QUESTIONNAIRE FOR EDUCATORS 

As shown in the preceding chapter, there are various means to assess qualified 

and pre-service educators' knowledge of child abuse and neglect. Much of this 

literature advocated the use of detailed and, at times, complex instruments to 

glean information relating to child abuse and neglect knowledge of participants 

(e.g. Baginsky, 2007; Laskey, 2007 ; Walsh et al. 2008) . This formed an 

underlying research design decision in this study inasmuch as none of the 

existing questionnaires was considered appropriate for the necessary data 

collection for two main reasons. 

First, few instruments were suitable for implementation in an existing 

undergraduate programme since the majority were used with those already in 

practice. Second , none was designed in a manner that would meet the training 

needs of students on different degree pathways. A process was undertaken of 

identifying the framework for an instrument from the literature, and developing 

this to an instrument deemed suitable with pre-service educators (see Chapter 

5.5.2) . 
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5.5.1 Sample 

All registered year one undergraduate students from the participating institution 

were invited to take part in the study (n=216); 74 of these were not included in 

the final analysis for a number of reasons: change of degree pathway, non 

completion of the questionnaire at all three test stages, no student code on 

returned questionnaire, or unable to attend one or more of the training sessions 

with valid reasons for absence provided e.g. interview, medical appointment, 

sickness. Only students who completed all three applications of the 

questionnaire (see 5.5.2) and attended all training sessions were included in the 

final analysis (n=142) : 24 males and 118 females took part, they were aged 

between 19 and 38 years, with a mean age of 20 years . Participants were 

involved in four different undergraduate degree programmes: 

1. Bachelor of Science (BSc) (H&L) Degree in Health and Leisure Studies 

2. Bachelor of Arts (BA) Honours (ECS) Degree in Early Childhood Studies 

3. Bachelor of Education (Primary) (BEd Prim) Degree 

4. Bachelor of Education (Post-primary) (BEd Post) Degree. 

Details of the samples for each group are outlined at Table 5.2. 

Table 5.2 Student Participation Sample and Degree Group 

Group Registered students Sample number % of total population 

1. H&L 32 20 64% 

2. ECS 49 30 61% 

3. BEd Primary 97 71 73% 

4. BEd Post-primary 38 21 55% 

Sample total 216 142 66% 

Percentage figures are not exact due to rounding . 
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5.5.2 Data Collection 

The advantages of using questionnaires are widely recognised: they provide 

structured data , can be administered without the researcher's presence, can be 

used repeatedly and offer quantitative data for analysis (Cohen et ai, 2000 ; 

MacNaughton et ai, 2001 ; Wilkinson & Birmingham, 2003) . The questionnaire 

used in this study was considered a 'measuring tool' i.e. the dependent variable 

used to measure the effectiveness of an intervention . In the absence of a 

Northern Ireland context and discipline-specific knowledge base measuring tool 

in pre-service education , the CPQE was developed specifically for this study 

(See Appendix 5.2 for a copy of the final questionnaire) . 

Drawing from the theoretical and empirical evidence, six key themes were 

considered integral to the development of the CPQE, namely: the realities of 

maltreatment; risk factors for abuse; indicators of abuse; recognising abuse; 

practice with children, families and other professionals; and the legal and policy 

context. Many of these features resemble the elements that are addressed in 

national and international child protection training models. Several of these 

training models, as identified in the previous chapter, differ in delivery style e.g. 

some are face to face, some are through e-Iearning ; target audience e .g . some 

are for practitioners , some are for parents; and duration e .g. some are two 

hours long , some up to 20 hours. Yet underpinning each of these frameworks 

are a number of similar aims that, like the features identified in the CPQE, 

address what is known as core knowledge required 'to fulfil the complex role of 

safeguarding children ' (Walsh & Farrell , 2008, p598). These features were 

used to identify and establish six themes of assessment: 

1. Realities 

2. Risk factors 

3. Indicators 

4 . Recognition 

5. Practice issues 

6. Legal/policy context. 
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Five multiple choice questions (MCQs) were devised to address each of these 

six themes giving a total of 30 MCQs. Each MCQ had four possible answers 

(one correct and three incorrect). The language used was factual , yet as simple 

as possible and remained consistent for the duration of the study. The purpose 

of this exercise was to measure the students' knowledge in relation to child 

abuse and neglect issues pre- and post-training . 

Finally, a vignette was included which described an interaction between a 

practitioner and a child in an education setting . Participants were to outline an 

answer that best represented the appropriate application of skill derived from 

concepts covered in the pre-service training programme to examine students' 

anticipated reporting decisions on a hypothetical case scenario. Rodriguez 

(2002) warned that the first response to this type of question may not echo the 

reporting approach in actual practice therefore there was a need to include the 

vignette at each of the three test stages to see individual and group 

improvements following the training. In this way, the vignette allowed for the 

analysis of depth of applied knowledge. 

The CPQE was used , in the first instance, as a baseline measure of knowledge. 

The aim was not to attribute 'blame' or point out student weaknesses but to use 

it as a means for programme development. It required assessment measures 

upon which knowledge development could then be measured at a later date. 

Because trainers need to determine and recognise previous training which 

stUdents have received (McCallum & Baginsky, 2001) , the first part included a 

brief mapping exercise to establish levels of previous child protection training. 

For those who had received child protection training within the allocated time 

frame, the mapping exercise asked a number of questions in relation to training 

content, delivery style , duration , providers and funders (cf. Appendix 5.2). 

Pi loting 

The participating institution's Child Protection Committee members reviewed 

the CPQE to allow 'fresh eyes to comment on its suitability and clarity' 
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(Wilkinson & Birmingham , 2003, p19). They suggested minor changes in 

wording , which were used to modify the CPQE. One of the final steps by which 

a measuring instrument can be constructed is to pilot it with 'a small group of 

people who are typical of the people we want to measure' (Punch, 2009, p242). 

Using a process of convenience sampling , copies of the draft CPQE were 

distributed to 14 part-time final year early childhood studies students during a 

timetabled class . The pilot respondents were asked to complete the 

questionnaire during the first hour of the class and informed that an open 

discussion would take place during the second hour of the class . During the 

open discussion , pilot respondents were provided with the correct answer for 

each of the questions and asked to comment on: completion time, wording, 

understanding and presentation of the questions. The aim of this exercise was 

to establish students' interpretations of the questions and whether they could 

easily respond to each item rather than on actual responses. On the basis of 

the discussion , minor amendments were made to the questionnaire. This 

process was repeated with 23 full-time final year early childhood studies 

students to pre-test the modified CPQE more formally and analyse their 

responses . 

5.5.3 Procedures 

Participants were given both oral and written information regarding research 

topic, design , measure and analysis . This information was provided during a 

class that was already timetabled into the students' undergraduate degree and 

took place within the first four weeks of semester one in first year. All first year 

registered students attended. Participants were verbally informed of the 

duration of the study, participation was voluntary and participants would not be 

assessed on the intervention as part of their undergraduate degree. Only those 

who completed a written consent form at the end of the class took part in the 

research (Appendix 5.3) . 

Once consent was obtained, the CPQE was administered to participants at the 

beginning of each timetabled session , i.e. a two-hour class was timetabled for 
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CPQE application on three different occasions. This took place across the 

three-year degree: in first year, at the beginning of the study before any training 

(pre-test) , in second year, during the course of the training (mid-test), and then 

again in third year, at the end of the study after all the training was completed 

(post-test). The CPQE was distributed , completed and returned in person 

during these timetabled classes. 

Participants were instructed to answer all 30 multiple choice questions, that 

there was only one correct answer for each question and to respond to the 

attached vignette. Students were informed that an incomplete vignette would 

be given an incorrect score and that time was allocated for completion of the 

vignette. Times for all applications were noted; none took longer than 30 

minutes to complete during the course of the research. There was no time limit 

for the questionnaire and vignette since rooms were booked for two-hour 

classes. At no point in the study did participants receive feedback based on 

their responses to the CPQE. 

Although the questions remained the same for the duration of the study, each 

time students completed the questionnaire, the sequencing of all 30 questions 

was changed . The purpose of this format was to avoid students using re

call/memory of rote learning to answer the questions, rather than choose 

responses based on their developing knowledge through training. The CPQE 

version reported in Appendix 5.2 has structured the MCQs within the associated 

themes for ease of clarification . 

The scoring system for the vignettes was based on local government guidance 

(e.g. DENI , 1999) relating to (1) recognising and responding to abuse in an 

educational setting and (2) internal reporting procedures within an education 

setting . 'Good practice' is demonstrated when a child is informed that a report 

will have to be made to the designated person ; information regarding a child 

abuse disclosure is recorded ; and observations of children are continued 

following a disclosure of abuse (DENI , 1999; DfES, 2006) . These were used to 
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first identify four action points which would clearly demonstrate student 

educators' knowledge regarding : (1) recognising and responding ; (2) informing; 

(3) reporting; and (4) recording and/or observing children. The action points 

were then divided into two compulsory and two non-compulsory action points. 

This was determined following extensive reading of relevant literature, 

government guidance and legal requirements in Northern Ireland (e.g. DENI, 

1999; OFMDFM, 2009) and internationally (e.g. DfES, 2006; Rodriguez, 2002; 

Walsh et aI, 2006) relating to potential or confirmed child abuse and neglect 

response. The first compulsory action point had two elements, recognise and 

respond, whereby students had to demonstrate knowledge of both to be given a 

correct score for the action point. The second compulsory action point was 

report, whereby the vignette response had to demonstrate knowledge of a 

confirmed report to an appropriate person in an educational setting . The first 

non-compulsory action point was inform, whereby the vignette response had to 

demonstrate that the child was informed of the internal reporting procedures 

sensitively and accurately. The second non-compulsory action point had two 

elements, record and/or observe, whereby knowledge of one or both elements 

had to be demonstrated . 

There were three possible scores: two correct and one incorrect. A correct 

response (1) demonstrated core knowledge in all four action points accurately. 

StUdents were asked to record the vignette response in the order in which they 

would respond to the situation in practice. However, if all action points were 

included and accurate, a correct vignette score was given even if they were in 

the incorrect order. The order of action point response only affected student 

scores when it affected the first compulsory action point recognise and respond, 

I.e.: 

• responds to the child after making a report or recording the information; 

• informs the child that a report has been made; 

• reports abuse first then returns to respond to the child; and/or 

• records information before responding to the child . 

120 



A correct score (2) was given when a response demonstrated knowledge of the 

two compulsory action points, recognise and respond, and report only; and 

when a response demonstrated the two-compulsory action points plus one 

other. An incorrect score (3) was given if the response failed to demonstrate 

both compulsory action points accurately; or the vignette was incomplete. 

There was no negative scoring. A summary of the scoring system can be seen 

at Table 5.3. 

Table 5.3 Vignette Scoring System 

Score Action pOints 

Core knowledge (1 ) All four action points: recognise and respond (compulsory) , 

inform, report (compulsory) , record and/or observe 

Basic knowledge (2) Two compulsory actions pOints recognise and respond 

(compulsory) , and report (compulsory) OR two compulsory action 

points plus one other action point (inform , record and/or observes) 

Limited knowledge (3) Did not demonstrate both compulsory action points accurately; 

included inaccurate or inappropriate response; or made no 

attempt at responding to the vignette 

5.5.4 Data Analysis 

Answers on the CPQE were scored as correct if the participant ticked the box 

corresponding to the correct answer or the entire box was circled . Answers 

were marked incorrect if the letter corresponding to an incorrect answer was 

ticked , if more than one answer was ticked , or if no answer was ticked . Any 

additional writing or marks on the CPQE were ignored . There was no negative 

scoring i.e. correct answers received 1 and incorrect answers received O. 

Data from all questionnaires (n=426) were analysed using SPSS Version 17.0 

software. Simple statistical analysis, using analysis of variance (ANOVA) , 

paired samples t-tests and post hoc Tukey HSD tests were carried out to 

establ ish frequency, percentages and mean scores for all subgroups of data. 

Supplementary comments were recorded separately using a word processing 
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package version 2003. These will be presented in Chapter 6 (CPQE findings) 

and Chapters 7 and 8 (vignette findings) . 

5.6 PASTORAL PATHWAYS PROGRAMME 

The independent factor in this study was the Pastoral Pathways Programme, a 

pre-service child protection training programme for students in ITE, ECS and 

H&L. 

5.6.1 Development and Design 

The growing awareness of the complex and demanding task of protecting 

children (Parton , 2004; Parton & Frost, 2009) led to a surge in calls for 

development of child protection training for frontline professionals. With the 

exception of Learning to Protect (NSPCC, 2003) , no training programmes for 

pre-service educators had been developed in the UK. There is a consistent 

view that child protection training and education needs to be a basic area of 

knowledge and practice in undergraduate and pre-service training for 

professions such as social work, psychology, medicine, health , education and 

teaching , childcare and children 's services, and policy and justice (Penter et aI, 

2005). As Taylor and Lloyd (2001) point out, even students can experience 

child abuse disclosure in educational settings therefore they must be prepared 

to respond appropriately. However, to increase effectiveness, training must be 

locally appropriate and identify and critically evaluate gaps in existing 

programmes so as to equip staff for their safeguarding role . In so doing , 

training needs to acknowledge that the scope of childhood maltreatment is wide 

and that it is embedded in a social context (Lidchi , 2007). 

The Pastoral Pathways Programme reflects a rights based approach to child 

protection and addresses the importance of key features identified in theoretical 

frameworks : realities , risk factors , indicators, recognition , practice issues and 

the legal and policy context. The focus of the training programme was on the 

child protection aspect of the wider safeguarding agenda and consisted of six 
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separate two-hour training sessions. The programme content overview can be 

seen at Appendix 5.4; training sessions have been abridged below: 

1. Setting the Scene: the unique role of educators, child protection 

statistics, understanding and recognising abusive behaviour, risk factors 

for abuse, legal and moral duty to protect. 

2. Considering Practice 1: identifying indicators and symptoms of abuse, 

recognising abused children and responding appropriately in an 

education setting. 

3. Conceptual and Theoretical Considerations: legal and policy 

development, messages from research , protecting children with 

disabilities, and direct work with children , young people, families and 

other professionals. 

4. Considering Practice 2: the concept of safety education , teaching self 

protection in the curriculum, direct work with children and young people 

5. Direct Work: pastoral role of extended schools, multiagency work, policy 

developments impacting on practice, integrating child protection in the 

school and early years curriculum. 

6. Consolidation : open discussion, debate, questions and reflection ; recap 

on previous training sessions, design and discussion of scenarios. 

5.6.2 Procedures 

Training sessions were implemented , where possible, into already timetabled 

modules and classes so that the training was integrated into the undergraduate 

programme of study. Supporting this , McCallum and Baginsky (2001) found 

that when child protection training was integrated into the pre-service education 

curriculum , results were more effective than when the training was 'grafted ' onto 

it. The sequencing of training sessions can be seen at Table 5.4. 

123 



Table 5.4 Sequence of Training Duration, Date and Delivery Style 

CPQE (Pre-test) September 2004 

Training session Duration Date Delivery style 

1 2 hours October 2004 Lecture 

2 2 hours March 2005 Workshop 

3 2 hours October 2005 Lecture 

CPQE (Mid-test) March 2006 

4 2 hours March 2006 Workshop 

5 2 hours October 2006 Lecture 

6 2 hours March 2007 Workshop 

CPQE (Post-test) May 2007 

The sequence of training, i.e. six two-hour blocks, alternated between lectures 

and workshops. The first training session (TS1) had two lectures of 60 minutes 

each . This was followed by a two-hour workshop for TS2. TS3 was again two 

lectures of 60 minutes each , followed by a two-hour workshop for TS4. The 

same format applied to TS5 and TS6. The pre-test took place prior to TS1 , the 

mid-test took place after TS3 and the post-test took place after all six training 

sessions were delivered. Thus, students received a total of 12 hours pre

service child protection training over a three-year period. 

The students were given handouts in advance of the training sessions to allow 

time for further reading and preparation (see Appendix 5.5 for an example of a 

student handout) . Following each training session , time was allocated for 

questions to allow for debate, discussion and consolidation of learning. 

Pilot 

A programme summary was developed during academic year 2003-2004 and 

distributed to the participating institution 's Child Protection Committee members 

for comment. Only minor changes were made based on the feedback in 

relation to timetabling of individual inputs so that the training would 'fit ' within 

modules, rather than a change in programme content. 
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5.7 STUDENT FOCUS GROUPS 

Insights into the views of participants can add to the quality of research (Co hen 

et aI, 2000) . Wilkinson and Birmingham (2003, p90) feel that this form of 

qualitative method is 'used to gather rich, descriptive data'. Additionally, 

Stewart et al. (2007) suggest that ascertaining views of participants gives the 

research a deeper validation and allows for triangulation of data. Therefore , in 

order to answer the third research question of this study focus groups were 

conducted to elicit the views of participants in relation to their own knowledge 

development. 

5.7.1 Sample 

All undergraduate programmes were represented in the focus group 

discussions. Only two BEd post-primary students agreed to participate; they 

were included with BEd primary students to form an ITE focus group. Focus 

group discussions were facilitated by the researcher, using open ended 

questioning to encourage openness and avoid bias. Participation was voluntary 

and each group were represented i.e. ITE (n=9), ECS (n=8) and H&L (n=6). 

5.7.2 Data Collection 

The focus group interview was identified as a useful method of obtaining data 

as a means of allowing participants to engage in further detailed discussion 

outside the constraints of questionnaire or training sessions. Byers and Wilcox 

(1988, p1) define this approach as 'organised group discussions which are 

focused around a single theme'. Each group met once to discuss first, their 

perception of knowledge development and , second , their experiences of pre

service child protection training. The ethos of these groups was informal and 

yet structured so that they achieved the focus group goal of creating 'a candid, 

normal conversation that addresses, in-depth, the selected topic' (Vaughn et aI, 

1996, p4). Three open questions (cf. Appendix 5.6) were devised for each of 

the two main research questions: 

• Knowledge development; 

o Prior knowledge 
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o Developing knowledge 

o Specific knowledge 

• Perspectives on training . 

o Programme content 

o Relevance to degree 

o Future directions 

5.7.3 Procedures 

Toward the end of the research , students were asked to consider their 

participation in a series of focus groups. During the fifth training session, the 

nature, content, duration and rationale of the focus groups was explained. 

Students were also informed at this time that the focus groups would take place 

at the end of the training programme and that participants would be selected at 

random to ensure equality of opportunity regarding participation . For example, 

if 40 students expressed an interest, eight participants would be randomly 

selected by picking every fifth student in the list. At the end of the training 

session , students who were interested were asked to sign a consent form (cf. 

Appendix 5.7) . After the training programme was complete, a reminder email 

was sent, using the email contact details provided in the consent form, two 

weeks in advance of each meeting . This email also asked students to confirm 

their attendance by return email within one week. 

In total , three focus group sessions were convened in rooms provided by the 

participating institution to facilitate the students. All participants , bar one, were 

female . A briefing sheet was read to the groups prior to the discussions. A 

number of participants did not provide consent for recording therefore extensive 

notes, using shorthand for ease and speed , were taken during the discussions. 

All questions addressed the general issues related to child protection in 

education mentioned earlier (section 5.7.2) ; however, due to the age group of 

children that students were training to work with , some aspects of the focus 

group was designed to address the particular needs of individual groups; for 

example: 
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• ECS FG: How relevant was the programme to your training to work with 

very young children and families? 

• H&L FG: How relevant was the programme to your training to work with 

children and young people in a health and leisure setting? 

The aim was to stimulate discussion between groups of students with similar 

interests in terms of their degree programme of study. Interviewing a smaller 

group of participants at the same time generated a more candid conversation 

that addressed, in-depth , the selected topic of child protection in education and 

therefore provided opportunities to consider student attitudes towards child 

protection in general , and more specifically, engagement in child protection 

training. 

5.7.4 Data Analysis 

Hand written notes were initially transcribed using a word processing package 

version 2003 against the two focus group questions. When tape recorded 

transcripts are not available, Wilkinson and Birmingham (2003, p106) 

recommend , where possible, to record 'verbatim accounts of the views of 

individual participants which particularly illustrated the sentiments of the group'. 

Initially data were organised by combining responses to each of the questions 

which 'particularly illustrated the sentiments of the group' (Wilkinson & 

Birmingham, 2003, p106). 

The second stage of focus group data analysis involved using a 'long table' 

approach , following procedures recommended for the analysis of focus group 

data (Krueger, 2000), whereby transcripts were manually cut and reorganised 

into four categories - knowledge development, training content, delivery style 

and personal reflections. As data were further examined , these categories were 

refined and organised into sub-categories using NVivo Version 7 (Lewins & 

Silver, 2007). Th is resulted in three themes i.e. existing concerns, knowledge 

development and attitudes, and with a variety of sub-themes, provided a more 

accurate and detailed framework for reporting in Chapter 8. 
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5.8 EXPERIENCED PRACTITIONERS FOCUS GROUPS 

The final phase of the research focused on the perspectives of a group of 

'experts' who may have the power to influence policy, training and practice in 

the field of teacher education and child protection training. As a group, they 

were well-placed to address the validity of the findings, to discuss the pre- and 

post-test results and suggest what action, if any, is needed to improve provision 

of child protection training in pre-service education . 

5.8.1 Sample 

A list of experienced practitioners in child protection and education was drawn 

up as potential expert panel focus group participants. This was done in 

consultation with colleagues and contacts in the field of child protection training , 

initial teacher education , early years care and education in Northern Ireland , 

health , leisure and sport staff and researchers . Although there was some 

overlap in terms of qualifications and experience, participants were divided into 

two focus groups - education and child protection. Attendances at experienced 

practitioners' focus groups are indicated at Table 5.5. 
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Table 5.5 Experienced Practitioner Focus Group Sample 

Organisation type Invitees Attendees 

Education group 

Education and library board (ELB) 5 3 

Initial teacher education (Independent) 3 -* 

Education advisor (NSPCC) 1 1 

Sub Total 9 4 

Child protection group 

Child Protection in Sport Unit (NSPCC) 1 1 

Sport NI (Independent) 1 -

ACPC Training Unit (Trust) 1 1 

ACPC Child Protection Training Committee (Trust) 1 1 

Child and family social work (Trust) 2 1 

Early years social work (Trust) 2 2 

Sub Total 8 6 (+ 1 ITE) 

Total 17 11 

* 1 Invitee (ITE) attended the child protection group 

A representative from each of the five education and library boards in Northern 

Ireland were invited . Four were available and agreed to attend the education 

focus group; three attended. One participant from initial teacher education was 

unable to attend , one declined participation and one was available to attend the 

child protection focus group only. The representative from Sport Northern 

Ireland was un-contactable and one representative from child and family social 

work was unable to attend. All other invitees attended the focus group 

discussions. 

5.8.2 Data Collection 

Two by-invitation focus group discussions were conducted to elicit views on: 

• the appropriateness of the CPQE as a child abuse and neglect 

knowledge assessment tool for student educators; 

• practitioner expectations of student knowledge development following 

participation in pre-service child protection training; 
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• the validity of the Programme based on content review; and 

• the effectiveness of the Programme, based on CPQE pre- post

comparisons. 

A full list of questions can be found at Appendix 5.8; these are abridged below: 

• Does the CPQE appear to be an appropriate tool to assess students' 

child abuse and neglect knowledge? 

• Are the post-training scores to be expected of undergraduate students 

having completed a pre-service child protection training programme? 

• Does the pre-service child protection training programme appear to be 

an appropriate programme of training for student educators? 

This was crucial to this part of the research, where it was anticipated that each 

participant would have a distinct perspective on pre-service child protection 

training , depending on their unique professional role and experience. It was 

recognised that these people do not all directly 'make' policy, but, in some 

cases, exert a significant influence on its development. 

5.8.3 Procedures 

Telephone contact was made with experienced practitioners in child protection 

and education to first introduce the nature of the research and also to suggest 

dates and times for participation. It was felt that one participant from each of 

the five education and library board Child Protection Teams in Northern Ireland 

would provide a geographical representation. One representative from each of 

the two leading child protection training providers in Northern Ireland , the 

NSPCC and the ACPC training unit, were invited . One representative from the 

ACPC Child Protection Training Committee was invited . The four initial teacher 

education providers in Northern Ireland are Stranmillis College, St Mary's 

College, the University of Ulster and the Open University (Committee for 

Employment and Learning , 2009). It was not deemed appropriate to include a 

representative from the participating institution; the other three initial teacher 

education providers were invited . During the follow-up telephone call to suggest 
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dates and times, one initial teacher education provider asked to withdraw from 

the research as she stated that her employing organisation did not have a remit 

for pre-service child protection training in education . 

To represent child protection in health and leisure, the NSPCC Child Protection 

in Sport Unit (CPSU) and Sport Northern Ireland were contacted. Finally, to 

add to the expertise of the focus groups it was deemed appropriate to contact 

representatives from child and family social work and early years social work 

teams, all of whom would have experience in child protection work, child 

protection training or both . In addition , these participants would be familiar with 

the child protection role of schools , early years settings and leisure groups. 

Once participation was agreed verbally during the follow-up telephone call , 

email letters were sent to confirm the most suitable arrangements. Reminder 

emails were sent one week in advance of each meeting, and included as 

attachments were a research brief (cf. Appendix 5.9) , a participant profile form 

(cf. Appendix 5.10), an overview of the programme content, a copy of the CPQE 

and the list of focus group discussion questions. Both groups were convened in 

a central venue and refreshments were served on arrival. A briefing sheet was 

read to the groups prior to the discussion and discussions were digitally 

recorded , with the agreement of all participants , and subsequently transcribed. 

In addition, a professional note taker was employed for continuity, reliability and 

validity (Lewins & Silver, 2007, p59) . The groups functioned as small , 

interactive focus groups with open discussion around the scheduled questions 

(see Appendix 5.8 for experienced practitioner focus group discussion 

questions) . 

A Note on Validity and Reliability 

The validity of focus group data may be increased through attention to a variety 

of procedural details (Krueger & Casey, 2000) . In this study, these included 

digital recording of each session ; the assistance of a professional note taker; 

triangulation through post-group discussion between note taker and researcher; 
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and comparison of notes and transcripts. In addition, the note taker 

summarised the discussion verbally towards the end of each session, for the 

purpose of participation validation . 

5.8.4 Data Analysis 

Data analysis was assisted by the use of NVivo Version 7 (Lewins & Silver, 

2007) which allowed the division of raw material into manageable sections and 

the ultimate categorizing and subcategorizing of the data into themes and 

perspectives. Similar to Word documents, NVivo is a tool that is not prescribed 

to one method of use therefore its functions are determined by research 

questions. Guided by the six basic steps to NVivo, data was collected and 

transformed into text; the text was developed into codes; the codes were 

translated into categorical themes; the categorical themes were used to sort the 

material ; the materials were examined to isolate meaningful patters; and the 

patterns were reviewed in light of the research questions (Lewis & Silver, 2007) . 

In short, it was used to simply speed up the process of comparing passages 

within the transcripts by locating coded themes and grouping data together into 

categories . 

Data from the focus group discussions have, therefore , been analysed and 

reported under these headings: 

• Existing concerns 

• Validity of the programme 

• Assessment design 

• The way forward 

5.9 CHAPTER SUMMARY 

Table 5.6 provides a summary of the data gathering strands of the research, in 

order to clarify the wide range of data sources used, the order in which they 

were gathered and the overall time frame involved. 
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Table 5.6 Data Gathering Timetable Summary 

Date: 2004 Action 

Jan Piloting child protection training audit 

April Child protection training audit distribution 

May Child protection training audit analysis 

June CPQE design 

June Piloting CPQE 

July-Aug Pastoral Pathways Programme design 

1st Sept Piloting the programme 

25tn Sept Student information sessions and CPQE pre-test 

Oct Training session 1 

Date: 2005 Action 

March Training session 2 

Oct Training session 3 

Date: 2006 Action 

March CPQE mid-test and training session 4 

Oct Training session 5 and participant focus group invitations 

Date: 2007 Action 

Mar Training session 6 

May CPQE post-test 

June ECS and H&L focus groups 

Sept ITE focus group 

Date: 2008 Action 

Jan Identification of experienced practitioners 

Feb Initial telephone contact with experienced practitioners 

Mar-Dec Data analysis 

Date: 2009 Action 

Jan-Feb Data analysis overview for research brief 

Mar-April Follow up telephone calls with experienced practitioners 

May Experienced practitioner focus groups confirmed 

June Research brief and CPQE sent to experienced practitioners 

July Experienced practitioner focus groups 
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CHAPTER 6: FINDINGS FROM THE CHILD PROTECTION TRAINING AUDIT 

AND THE CPQE 

6.1 INTRODUCTION 

This chapter first presents the findings from the child protection training audit. 

Then results that address the first research question, i.e. child abuse and 

neglect knowledge development as assessed by the CPQE, are presented in 

two sections: 

• CPQE overall pre-test to post-test scores; and 

• Pre-test and post-test scores for six CPQE themes. 

In relation to the second research question of this study i.e. differentiated 

training needs of students, findings are reported in four sections, one for each 

group i.e. H&L, ECS, BEd Primary and BEd Post-primary. Each section first 

presents the overall CPQE pre-test and post-test scores for each group. Then 

results related to six CPQE themes are reported . Findings related to the 

practice scenario are presented in Chapter 7 and Chapter 8. Chapter 9 reports 

the findings from the student focus groups. The final results chapter (Chapter 

10) reports the findings from the experienced practitioner focus group 

discussions. 

6.2 CHILD PROTECTION TRAINING AUDIT 

In order to audit existing child protection training across the participating 

institution a request was made to all academic personnel to allocate one 

representative to complete a child protection training audit on behalf of each of 

the four undergraduate programmes. When asked to indicate which aspects of 

child protection training were currently being provided to students (from 32 

options) and to which level this tra ining was provided , only five aspects were 

considered as being adequately covered (see Table 6.1). For example: 

Students are given information on settings child protection policy and 
procedures during a one hour key skills class in first year. This is not usually 
repeated again however they receive a 2-hour lecture in final year on child 
protection. 
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Table 6.1 Child Protection Training Audit: Existing Adequate Curricula Content 

Topics included as adequate coverage Undergraduate programme providing 
cover 

PSE development ECS, BEd Primary, BEd Post-primary 

Education for mutual understanding BEd Primary, BEd Post-primary 

Child protection procedural flow chart ECS 

Role of the SE NCO BEd Primary, BEd Post-primary 

Children (NI) Order 1995 ECS 

A summary of all content indicated in the audit can be seen at Appendix 6.1. All 

programmes, except H&L, provided information on PSE (personal, social, 

emotional) development; for the ECS group this was part of Pre-School 

Curricular Guidance (DHSS et ai, 1997) and for both ITE groups this was part of 

the Northern Ireland Schools Curriculum content (CCEA, 1997). Additionally, 

both ITE programmes addressed the role of the SENCO (Special Educational 

Needs Coordinator) and education for mutual understanding. Only the ECS 

programme addressed child protection procedural flow chart and the Children 

(NI) Order 1995. The H&L programme did not provide any training in child 

protection at adequate levels. 

All other topics were reported to be covered only in a minimal way. For 

example: 

If a child/young person discloses abuse or there is cause for concern , students 
should report it to the designated teacher in the school. 

This was minimally covered by being integrated into a preparatory seminar for 

school-based work. Students were not 'taught' how to respond directly to a 

child/young person who might disclose prior to reporting to the designated 

teacher, or what 'cause for concern ' might mean or how to recognise 

maltreatment in the first instance (DENI , 1999). Although these are basic 

requirements for child protection in education (CPSSS & DE, 2007), they were 

only covered minimally. 
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None of the teaching mentioned in the audit made a direct link to the protection 

of children and young people even though curricula guidance, both at the time 

of the study (CCEA, 1997; DHSS et ai, 1997) and more recently (CCEA, 2007b; 

DE et ai, 2006) , highlighted how aspects of safeguarding children can be 

incorporated into teaching and early years care (OFMDFM, 2009). Overall, the 

audit revealed that existing pre-service child protection training in 

undergraduate curricula was extremely low. These findings are consistent with 

previous studies (Baginsky, 2000; Laskey, 1997; Penter et ai, 2005) 

6.3 CPQE PRE-TEST TO POST-TEST SCORES 

This section of the chapter presents the overall CPQE scores for all participants 

(n=142) i.e. aggregate CPQE scores. It then reports the aggregate pre-test and 

post-test scores for each of the six CPQE themes. 

Having identified gaps in existing pre-service child protection training, a 

baseline of student educators' child abuse and neglect knowledge was taken 

using the CPQE pre-test. 

The Pastoral Pathways Programme described earlier (see Chapter 5) 

commenced and at the midway point of delivery (after six hours' training) , the 

mid-test was administered to test for progression . The mean score had 

increased from 12.98 (pre-test) to 15.78 (mid-test) out of 30 possible correct 

responses. The progression of student educators' child abuse and neglect 

knowledge demonstrated that the intervention was appropriate, therefore the 

programme continued for another six hours. Statistical analysis was not carried 

out for pre-test and mid-test; however comparison scores can be seen in full at 

Appendix 6.2. 

6.3.1 CPQE Pre-test to Post-test Aggregate Scores 

The overall mean score for correct answers for all 30 MCQs in the CPQE 

increased from pre-test (M=12.98) to post-test (M=20.25). Analyses, using 

paired samples t-tests , were conducted to examine the impact of the training on 

students' scores on the CPQE. There was a highly statistically significant 
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increase in the overall CPQE scores from pre-test (M=12.98, SD=2.89) to post

test (M=20.25 , SD=3.76), t (141) = 22 .06, p=O.OOO (two-tailed) . The mean 

increase in total score was 7.27 with a 95% confidence interval ranging from 

6.62 to 7.93. 

6.3.2 Pre-test and Post-test Scores for Six CPQE Themes 

This section of the chapter presents the pre-test and post-test aggregate scores 

(n=142) for each of the six CPQE themes: realities, risk factors, indicators, 

recognition , practice issues and legal/policy context. It refers to multiple choice 

questions as MCQs throughout. Descriptive analyses refer to percentage 

scores unless otherwise stated. Statistical analyses, using mean scores, are 

included for each CPQE theme. 
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1. Theme: Realities 

As a theme i.e. combining all five MCQs, the average score increased from pre

test (34.65%) to post-test (63.94%). The number of pre-test and post-test 

correct scores in this theme can be seen at Table 6.2 

Table 6.2 Pre-test and Post-test Scores in Theme Realities 

No. of Pre-test Post-test 

correct 
Frequency Percent Cumulative Frequency Percent Cumulative 

MCQs in 
percent percent 

theme 

0 15 10.6 10.6 1 0.7 0.7 

1 45 31.7 42.3 10 7.0 7.7 

2 48 33.8 76.1 26 18.3 26.1 

3 32 22.5 98.6 48 33.8 59.9 

4 1 0.7 99.3 38 26.8 86.6 

5 1 0.7 100 19 13.4 100 

Total 142 100 142 100 

Out of a possible five MCQs, the majority of students (n=1 08, 76.1 %) scored 

two or fewer correct at pre-test, compared to post-test (n=37 , 26.1 %). More 

students scored three correct (n=48, 33 .8%) , four correct (n=38 , 26 .8%) and 

five correct (n=19 , 13.4%) at post-test, compared to three correct (n=32 , 

22.5%), four correct (n=1 , 0.7%) and five correct (n=1 , 0.7%) at pre-test. More 

students scored one correct (n=45, 31 .7%) or did not score any correct (n=15, 

10.6%) at pre-test compared to one correct (n=1 0, 7.0%) and none correct 

(n=1 , 0.7%) at post-test. 
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This indicates that the trend towards the number of possible correct MCa 

scores at post-test had increased for the majority of students (n=1 05, 73 .94%) 

scoring between three and five correct. This trend is illustrated at Figure 6.1. 

Figure 6.1 Trend Towards Correct Mca Scores in Theme: Realities 

40 ~------------------------------------~ 

35 

~ 30 
S 
~ 25 -1-----1 
(.) ... 
~ 20 
I: 
Q) 15 ... 
8 10 
en 

5 

o 
o MCQs 1 MCQ 2 MCQs 3 MCQs 4 MCQs 5 MCQs 
Correct Correct Correct Correct Correct Correct 

o Pre-test 

• Post-test 

Analyses, using paired samples t-tests, indicated a statistically significant 

increase in correct scores from pre-test (M=1 .73, SD=1.00) to post-test 

(M=3.19, SD-1.14), t (141) = 11.51 p=.0005 (two-tailed). The mean increase in 

total score was 1.46 with a 95% confidence interval ranging from 1.21 to 1.71 . 

139 



2. Theme: Risk Factors 

The aggregate group average score for the risk factors theme increased from 

pre-test (32.54%) to post-test (55.91 %). The number of pre-test and post-test 

correct scores for this theme can be seen at Table 6.3. 

Table 6.3 Pre-test and Post-test Correct Scores in Theme: Risk Factors 

No. of Pre-test Post-test 

correct 
Frequency Percent Cumulative Frequency Percent Cumulative 

MCQs in 
percent percent 

theme 

0 18 12.7 12.7 3 2.1 2.1 

1 50 35.2 47.9 22 15.5 17.6 

2 44 31 .0 78.9 33 23.2 40.8 

3 27 19.0 97.9 39 27.5 68.3 

4 3 2.1 100 33 23.2 91 .5 

5 0 0 12 8.5 100 

Total 142 100 142 100 

The number of possible MCQ correct scores increased between pre-test and 

post-test. The majority of students (n=112, 78.9%) scored correct in two or 

fewer for this theme at pre-test, compared to post-test (n=58, 40.8%) . More 

students scored three (n=39, 27.5%) , four (n=33, 23.2%) or five (n=12 , 8.5%) 

correct at post-test compared to three (n=27, 19.0%) or four (n=3, 2.1 %) correct 

at pre-test. No student scored all five MCQs correct at pre-test. The cumulative 

percentage for one correct or no correct pre-test scores (47.9%) was greater 

than post-test (17.6%). 
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This indicates that the trend towards correct scores at post-test had increased 

for the majority of students (n=84, 59 .15%), scoring between three and five 

MCQs correct, illustrated at Figure 6.2. 

Figure 6.2 Trend Towards Correct MCQ Scores in Theme: Risk Factors 
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Analysis , using paired samples t-tests , indicated a statistically significant 

increase in correct scores from pre-test (M=1.63, SD=1.00) to post-test 

(M=3.19, SD=1 .14), t (141 ) = 10.38 p=.0005 (two-tailed). The mean increase in 

total score was 1.17 with a 95% confidence interval ranging from 0.95 to 1.39. 

141 



3. Theme: Indicators 

The average score for correct responses in this theme increased from pre-test 

(44.79%) to post-test (62 .96%) . Pre-test and post-test scores for this theme 

can be seen at Table 6.4. 

Table 6.4 Pre-test and Post-test Correct Scores in Theme: Indicators 

No. of Pre-test Post-test 

correct 
Frequency Percent Cumulative Frequency Percent Cumulative 

MCQs in 
Percent Percent 

theme 

0 2 1.4 1.4 0 0 0 

1 26 18.3 19.7 5 3.5 3.5 

2 61 43.0 62.7 31 21 .8 25.4 

3 43 30.3 93.0 51 35.9 61 .3 

4 9 6.3 99.3 48 33.8 95.1 

5 1 0.7 100 7 4.9 100 

Total 142 100 142 100 

The number of possible correct MCQ scores for this theme increased between 

pre-test and post-test. At pre-test, the majority of students (n=89 , 62%) scored 

two or fewer MCQs correct, compared to post-test (n= 6, 25 .7%) . More 

students scored three or more correct at post-test compared to pre-test i.e. the 

cumulative percentage for three correct (n=51 , 35.9%) , four correct (n=48, 

33.8%) or five correct (n=7, 4.9%) was 74 .6%, compared to the pre-test 

cumulative percentage (37.3%) for three correct (n=43, 30.3%), four correct 

(n=9, 6.3%) and five correct (n=1 , 0.7%) . 
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This indicates that the trend towards correct scores at post-test had increased 

for the majority of students (n=106, 74.65%) , scoring between three and five 

MCQs correct, illustrated at Figure 6.3. 

Figure 6.3 Trend Towards Correct MCQ Scores in Theme: Indicators 
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Statistical analysis for the theme, using paired samples t-tests , indicated a 

statistically significant increase in the scores from pre-test (M=1.63, SD=1.00) to 

post-test (M=3.15, SD=0.94) , t (141) = 12.83 p= .0005 (two-tailed). The mean 

increase in total score was 1.52 with a 95% confidence interval ranging from 

1.29 to 1.76. 
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4. Theme: Recognition 

The average score for correct responses in this theme increased from pre-test 

(57.51 %) to post-test (76.34%) . Pre-test and post-test scores for this theme 

can be seen at Table 6.5. 

Table 6.5 Pre-test and Post-test Scores in Theme: Recognition 

No. of Pre-test Post-test 

correct 
Frequency Percent Cumulative Frequency Percent Cumulative 

MCQs in 
Percent Percent 

theme 

0 0 0 0 0 0 0 

1 13 9.2 9.2 4 2.8 2.8 

2 37 26.1 35.2 14 9.9 12.7 

3 52 36.6 71 .8 30 21 .1 33.8 

4 37 26.1 97.9 50 35.2 69.0 

5 3 2.1 100 44 31 .0 100 

Total 142 100 142 100 

The number of possible correct scores for this theme increased between pre

test and post-test. All students scored at least one MCQ correct at pre-test and 

post-test. The number of students who scored either one (n=13, 9.2%) MCQ 

or two (n=37 , 26.1 %) correct at pre-test decreased to one (n=4, 2.8%) and two 

(n=14, 9.9%) MCQs correct at post-test. When combined , the number of 

students who scored three (n=52, 35.6%) or four (n=37, 26.1 %) MCQs correct 

at pre-test was similar at post-test i.e. three (n=30, 21 .1 %) and four (n=50, 

35.2%) MCQs correct. More students scored all five MCQs correct at post-test 

(n=44 , 31.0%) compared to pre-test (n=3, 2.1 %). 
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This indicates that the trend towards correct scores at post-test had increased 

for the majority of students (n=124, 87.32%) scoring between three and five 

MCQs correct, illustrated at Figure 6.4 . 

Figure 6.4 Trend Towards Correct MCQ Scores in Theme: Recognition 
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Even though the theme received a higher average score at pre-test, analysis, 

using paired sample t-tests , indicated a statistically significant increase in the 

scores from pre-test (M=2.86, SD=0.98) to post test (M=3.82 , SD=1 .07) t (141) 

= 8.86 p=.0005 (two-tailed). The mean increase in total score was 0.96 with a 

95% confidence interval ranging from 0.74 to 1.17. 
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5. Theme: Practice Issues 

The average score for correct responses in this theme increased from pre-test 

(40.84%) to post test (75.21 %) . Pre-test and post-test score for this theme can 

be seen at Table 6.6. 

Table 6.6 Pre-test and Post-test Scores in Theme: Practice Issues 

No. of Pre-test Post-test 

correct 
Frequency Percent Cumulative Frequency Percent Cumulative 

MCQs in 
percent percent 

theme 

0 9 6.3 6.3 2 1.4 1.4 

1 35 24.6 31.0 2 1.4 2.8 

2 49 34.5 65.5 11 7.7 10.6 

3 39 27.5 93.0 39 27.5 38.0 

4 10 7.0 100 47 33.1 71.1 

5 0 0 41 28.9 100 

Total 142 100 142 100 

The number of possible correct MCQ scores increased between pre-test and 

post-test. The majority of students scored two MCQs or fewer correct at pre

test (n=93, 65.5%) compared to post-test (n=15, 10.6%). The same number of 

students scored three MCQs at pre-test and post-test (n=39, 27.5%). More 

students scored four (n=47, 33.1 %) MCQs correct at post-test compared to pre

test (n=10, 7.0%). No student scored all five MCQs correct at pre-test 

compared to post-test (n=41 , 28.9%) . Despite an equal number of students 

scoring three MCQs at pre-test and post-test, the majority of students scored 

three or more MCQs correct at post-test. 
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This indicates that the trend towards correct scores at post-test had increased 

for the majority of students (n=127, 89.44%) scoring between three and five 

MCQs correct, illustrated at Figure 6.5 . 

Figure 6.5 Trend Towards Correct MeQ Scores in Theme: Practice Issues 
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Analysis , using paired samples t-tests , indicated a statistically significant 

increase in the scores from pre-test (M=2.04, SD=1.03) to post-test (M=3.76, 

SD=1 .08) t (141) = 14.46 p=.0005 (two-tailed). The mean increase in total 

score was 1.72 with a 95% confidence interval ranging from 1.48 to 1.95. 
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6. Theme: Legal/Policy Context 

The average score for correct responses in this theme increased from pre-test 

(49.58%) to post-test (70.84%). Pre-test and post-test scores can be seen at 

Table 6.7. 

Table 6.7 Pre-test and Post-test Scores in Theme: Legal/policy context 

No. of Pre-test Post-test 

correct 
Frequency Percent Cumulative Frequency Percent Cumulative 

MCQs in 
percent percent 

theme 

0 2 1.4 1.4 0 0 0 

1 26 18.3 19.7 6 4.2 4.2 

2 49 34.5 54.2 24 16.9 21 .1 

3 39 27.5 81.7 34 23.9 45.1 

4 19 13.4 95.1 43 30.3 75.4 

5 7 4.9 100 35 24.6 100 

Total 142 100 142 100 

The number of correct MCQ scores for this CPQE theme increased between 

pre-test and post-test. More students scored two MCQs correct at pre-test 

(n=49, 34.5%) compared to post-test (n=24 , 16.9%) and one MCQ correct at 

pre-test (n=26, 18.3%) compared to post-test (n=6, 4.2%). The number of 

students who scored three MCQs was similar between pre-test (n=39, 27.5%) 

and post-test (n=34, 23.9) . More students scored four (n=43, 30.3%) MCQs 

correct at post-test compared to pre-test (n=19, 13.4%). The number of 

students who scored all five MCQs in this them correct at post-test (n=35, 

24.6%) was greater than pre-test (n=7, 4.9%). 
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This indicates that the trend towards correct scores at post-test had increased 

for the majority of students (n=112, 78.87%) scoring between three and five 

• MCQs correct, illustrated at Figure 6.6. 

Figure 6.6 Trend Towards Correct MCQ Scores in Theme: Legal/policy context 
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Analysis , using paired samples t-test, indicated a statistically significant 

increase for the theme in the scores from pre-test (M=2.48, SD=1.13) to post

test (M=3.54, SD=1 .16) t (141) = 8.38 p= .0005 (two-tailed). The mean increase 

in total score was 1.06 with a 95% confidence interval ranging from 0.81 to 

1.31. 

Section Summary 

Analyses, using paired samples t-tests , revealed that group aggregate scores 

for all six themes on the CPQE increased significantly between pre-test and 

post-test. The trend towards the number of correct MCQs increased between 

pre-test and post-test for all six CPQE themes. Some themes, for example 

recognition , were already high for most of the pre-test MCQ scores although 
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they still increased significantly to post-test. Other themes, for example risk 

factors , had mostly low average pre-test scoring MCQs, with a significant 

increase to post-test scores. While there were some variations of scores for 

MCQs within themes, there was statistical evidence that students increased 

their child abuse and neglect knowledge in relation to all six themes. An 

overview of aggregate pre-test and post-test mean scores for the six CPQE 

themes can be seen at Table 6.8. 

Table 6.8 Aggregate Pre-test and Post-test Mean Score in Six CPQE Themes 

Pre-test Post-test 

CPQE Themes Mean score SD Mean score SD 

Realities .34 .199 .64 .228 

Risk factors .32 .200 .56 .251 

Indicators .45 .179 .63 .187 

Recognition .57 .195 .76 .213 

Practice issues .41 .206 .75 .216 

Legal/policy context .49 .225 .71 .231 

A summary overview of pre-test and post-test aggregate average scores in 

percentages for each of the six CPQE themes can be seen at Figure 6.7. 
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6.4 GROUP SCORES 

This section of the chapter reports pre-test and post-test CPQE group 

aggregate scores and CPQE theme scores for each of the four participant 

groups. A one-way between-groups analysis of variance (ANOVA) was 

conducted to explore the impact of the programme on students' scores, as 

measured by the CPQE. Subjects were then divided into four groups according 

to their undergraduate degree. To examine highly significant differences 

between pre-test and post-test scores, the probability (p) value for this section 

only was set at .01 . The 99% confidence level , therefore, reduces the likelihood 

of findings being reported by chance to 1 %. 

6.4.1 H&L Group 

Statistical analysis for CPQE theme scores, including an indication of highly* 

significant increases in scores, can be seen at Table 6.9. 

Table 6.9 Oescriptives for Pre-test and Post-test Theme Scores for H&L 

Pre-test Post-test Sig. P Value = 

0.01 

Themes Mean SD Mean SD P Value Sig . 

Realities .34 .19 .63 .21 *.001 

Risk factors .29 .15 .53 .24 *.001 

Indicators .37 .15 .69 .12 *.000 

Recognition .59 .14 .76 .25 .025 

Practice issues .36 .28 .74 .16 *.000 

Legal/policy context .47 .25 .63 .17 .147 
.. 

* Indicates highly significant P<.01 

At pre-test, the CPQE mean group score for H&L was M=0.407. Standard 

deviation (SO) for the group was 0.118, indicating some variance in the number 

of correct responses given. At post-test, the mean showed a significant 

improvement in correct scores (M=0.663) and lower variation in the correct 

responses given (SO=0.089). Analyses , using paired samples t-tests, revealed 

a highly* significant increase in CPQE aggregate correct scores for this group 
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between pre-test (M=0.407, SO=0.118) and post-test (M=0.663, SO=0.089) , 

t(19)=-7.27, p=O.OOO* (two-tailed) . Further analyses were conducted to explore 

the pre-test and post-test scores for six CPQE themes. 

Paired samples t-tests indicated a highly significant increase in scores between 

pre-test and post-test for four out of six CPQE themes i.e. realities (M=-0.290, 

SO= 0.314) , t(19)=-4.12, p=0 .001 (two-tailed) , risk factors(M=-0.240, 

SO=0.272) , t(19)=-3.943, p=0.001 (two-tailed), indicators (M=-0 .320, 

SO=0.150), t(19)=-9.49, p=O.OOO (two-tailed) and practice issues (M=-0.380, 

SO=0.336), t(19)=-5.05, p=O.OOO (two-tailed). The recognition theme was noted 

to be considerable but did not quite achieve significance p=0.025. Group mean 

scores for the CPQE theme legal/policy context did not significantly increase 

between pre-test and post-test for H&L (p=0.147). 

6.4.2 ECS Group 

Statistical analysis for CPQE theme scores, including an indication of highly* 

significant increases in scores, can be seen at Table 6.10. 

Table 6.10 Oescriptives for Pre-test and Post-test Theme Scores for ECS 

Pre-test Post-test Sig. P Value = 

0.01 

Themes Mean SO Mean SO P Value Sig . 

Realities .42 .18 .67 .23 *.000 

Risk factors .32 .17 .51 .21 *.000 

Indicators .50 .21 .64 .18 *.002 

Recognition .57 .21 .75 .22 *.002 

Practice issues .43 .17 .55 .23 .016 

Legal/policy context .55 .21 .59 .23 .495 
.. 

* Indicates highly significant P<.01 

A paired-samples t-test was conducted to evaluate the impact of the 

programme on ECS students' scores on the CPQE. There was a highly* 

statistically significant increase in CPQE aggregate correct scores from pre-test 
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(M==0.466, SO==0.086) to post-test (M==0.621 , SO==0.1 06), t(29)==-6.736, p==O.OOO* 

(two-tailed). Further analyses were conducted to explore the pre-test and post

test scores fo r six CPQE themes. 

ECS, as a group, indicated a highly significant increase in score between pre

test and post-test for four out of six CPQE themes i.e. realities (M==-0.253, 

SO==0.328) , t(29)==-4.234 , p==O.OOO (two-tailed) , risk factors (M==-0.193, 

SO==0.238) , t(29)==-4.45 , p==O.OOO (two-tailed), indicators (M==-0.140, SO==0.224) , 

t(29)==-3.43, p==0 .002 (two-tailed) and recognition (M==0-.180, SO==0.284) , t(29)==-

3.46, p==0 .002 (two-tailed). A considerable difference was noted for practice 

issues theme; however, this trend did not quite achieve significance at the 

p==0 .01 level (p==0.016) . Group mean scores for the CPQE theme legal/policy 

context (M==-0.040, SO==0 .317) , t(29)==-0.691 , p==0.495 (two-tailed) did not 

significantly increase between pre-test and post-test for ECS. 

6.4.3 BEd Primary Group 

Statistica l analysis for CPQE theme scores, including an indication of highly* 

significant increases in scores, can be seen at Table 6.11 . 

Table 6 .11 Oescriptives for Pre-test and Post-test Theme Scores for BEd 

Primary 

Pre-test Post-test Sig. P Value = 
0.01 

Themes Mean SO Mean SO P Value Sig . 

Realities .34 .19 .67 .23 *.000 

Risk factors .34 .22 .64 .25 *.000 

Indicators .48 .16 .65 .19 *.000 

Recognition .61 .18 .83 .16 *.000 

Practice issues .45 .20 .87 .14 *. 000 

Legal/pol icy context .50 .22 .82 .19 *.000 
. . 

* Ind icates highly sign ificant P<. 01 
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There was a highly* statistically significant increase in CPOE correct scores for 

BEd Primary from pre-test (M=0.461, SO=0.082) to post-test (M=0.748, 

80=0.095) , t(70)=-21 .797 , p=O.OOO* (two-tailed) . Further analyses were 

conducted to explore the pre-test and post-test scores for six CPOE themes. 

The increase between pre-test and post-test scores in all six CPOE themes 

were highly statistically significant for this group for all six CPOE themes i.e. 

realities (M=-0.335, SO=0.296), t(70)=-9.53, p=O.OOO (two-tailed), risk factors 

(M=-0.301, SO=0.274), t(70)=-9.26, p=O.OOO (two-tailed), indicators (M=-0.166, 

80=0.257), t(70)=-5.44 , p=O.OOO (two-tailed) , recognition (M=-0.217, 

80=0.226) , t(70)=-8.08, p=O.OOO (two-tailed), practice issues (M=-0.420, 

80=0.232), t(70)=-15.23, p=O.OOO (two-tailed) and legal/policy context (M=-

0.318, SO=0.259), t(70)=-10.36, p=O.OOO* (two-tailed). 

6.4.4 BEd Post-primary Group 

8tatistical analysis for CPOE theme scores, including an indication of highly* 

significant increases in scores, can be seen at Table 6.12. 

Table 6.12 Oescriptives for Pre-test and Post-test Theme Scores for BEd Post

primary 

Pre-test Post-test Sig. P Value = 
0.01 

Themes Mean SD Mean SD P Value Sig . 

Realities .27 .20 .47 .17 *.002 

Risk factors .30 .21 .36 .19 .208 

Indicators .32 .13 .49 .16 *.001 

Recognition .42 .21 .56 .21 .025 

Practice issues .29 .15 .65 .20 *.000 

Legal/policy context .42 .23 .57 .23 *.01 
.. 

* Indicates highly Significant P<.01 

There was a highly* statistically significant increase in CPOE group aggregate 

correct scores from pre-test (M=0.339, SO=0.062) to post-test (M=0.51, 
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SO=0.079) t(20)=-9.466 , p=O.OOO* (two-tailed). Further analyses were 

conducted to explore the pre-test and post-test scores for six CPQE themes. 

There was a highly statistically significant increase in group aggregate mean 

score between pre-test and post-test in four out of six CPQE themes i.e. 

realities (M=-0.200, SO=0.261) , t(20)=-3 .51 , p=0.002 (two-tailed) , indicators 

(M=-0.162, SO=0.269) , t(20)=-3.99, p=0.001 (two-tailed) , practice issues (M=-

0.362, SO=0.265) , t(20)=-6.25 , p=O.OOO (two-tailed) and legal/policy context 

(M=-0.152, SO=0.244) , t(20)=-2 .86, p=0.010 (two-tailed) . This group did not 

significantly increase their correct scores between pre-test and post-test for the 

CPQE risk factors theme (M=-0.057, SO=0.201) , t(20)=-1.30, p=0.208 (two

tailed) . A considerable difference was noted for the CPQE recognition theme; 

however post-test scores did not quite increase significantly i.e. (M=-0.143, 

SO=0.269), t(20)=-2.43 , p=0.025 (two-tailed). 

Section Summary 

All groups significantly increased CPQE aggregate scores following 

participation in the programme; however some CPQE theme scores did not 

significantly increase for three groups. H&L significantly increased their pre-test 

scores for four themes: realities ; risk factors ; indicators: and practice issues, but 

there was no significant increase for the legal/policy context theme. ECS also 

significantly increased their pre-test scores for four themes: realities; risk 

factors ; indicators; and recognition , and two themes did not significantly 

increase: legal/policy context and practice issues. All six theme scores 

indicated a highly significant increase for BEd Primary. Finally, BEd Post

primary significantly increased scores for four themes: realities ; ind icators ; 

practice issues; and legal/policy context, and no significant increase was noted 

for the risk factors and recognition themes. 

Oespite there being no significant increase for some themes across all groups, 

bar BEd Primary, the majority of themes increased significantly from pre-test to 

post-test. These data suggest significant, yet differentiated , knowledge 
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development for student groups. Further exploration into group scores will 

differentiate training needs of students. Using the pre-test to post-test CPQE 

themes that did not yield a significant increase in correct scores, a summary of 

differentiated training needs for all student groups can be seen at Table 6.13. 

Table 6.13 Differentiated Training Needs for Student Groups 

CPQE Theme Groups identified with training needs 

Realities -

Risk factors Post-primary 

Indicators -

Recognition H&L and Post-primary 

Practice issues ECS 

Legal/policy context H&L and ECS 

6.5 CPQE POST-TEST SCORES BETWEEN GROUPS 

This section of the chapter presents analyses of between group scores for six 

post-test CPQE themes. The probability (p) value was set with a 95% 

confidence level , therefore p=0.05 indicates a significant difference between 

groups. 

At pre-test, the lowest number of correct scores was 7 and the highest was 20. 

The minimum number of post-test correct scores had increased to 15 and the 

maximum number of correct post-test scores was 29. Table 6.14 shows the 

minimum and maximum range for correct pre-test and post-test scores for each 

group. 
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Table 6.14 Range in Correct Pre-test and Post-test CPQE Scores for Each 

Group 

Test stage and range in scores 

Pre-test Post-test 

Group frequencies Min. Max. Min. Max. 

H&L (n=20) 7 18 15 25 

ECS (n=30) 6 18 12 24 

BEd Primary (n=71) 9 20 16 29 

BEd Post-primary (n=21) 6 13 9 19 

Total (n=142) 6 20 9 29 

Analysis, using ANOVA, indicated the mean CPQE score for BEd Primary 

(M=0.75, SO=0.09) was significantly different from all other groups i.e. H&L 

(M=0.66, SO=0.09); ECS (M=0.62, SO=0.10); and BEd Post-primary (M=0.51, 

SD=0.07). Further analyses indicated a statistically significant difference at the 

p=0.05 level in the CPQE theme scores for the four groups. 
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6.5.1 CPQE Theme: Realities 

Table 6.15 illustrates multiple post-test score comparisons between groups for 

the CPQE realities theme. Statistically significant* differences in mean scores 

are indicated. 

Table 6.15 Multiple Comparisons between Groups for Theme: Realities 

Dependent 
variable Groups Mean Sig. P 
(theme) difference value = 

0.01 
H&L (.63) ECS (.67) -.043 .902 

Realities BEd Primary (.68) -.046 .839 

BEd Post-primary (.47) .163 .084 

ECS (.67) H&L (.63) .043 .902 

BEd Primary (.68) -.003 1.00 

BEd Post-primary (.47) .207 *.006 

BEd Primary (.68) H&L (.63) .046 .839 

ECS (.67) .003 1.00 

BEd Post-primary (.47) .209 *.001 

BEd Post-primary (.47) H&L (.63) -.163 .84 

ECS (.67) -.206 *.006 

BEd Primary (.68) -.209 *.001 
.. 

* Indicates Statistically Significant 

Statistical analysis, using ANOVA, indicated a significant difference among the 

mean post-test scores for the theme realities between groups [Fb. 138)=5.286, 

p=0.002]. Further post hoc comparisons using Tukey's HSO test indicated the 

mean score for ECS (M=0.67, SO=0.23) was significantly different from BEd 

Post-primary (M=0.47 , SO=0.17), p=0.006. The mean score for BEd Primary 

(M=0.68, SO=0.23) was significantly different from BEd Post-primary (M=0.47, 

SO=0.17), p=0.001 . A difference was noted between H&L and BEd Post

primary, however, this trend did not quite achieve significance (p=0.084). ECS 

did not differ significantly from either H&L or BEd Primary. 

159 



6.5.2 Theme: Risk Factors 

Table 6.16 illustrates multiple post-test score comparisons between groups for 

the CPQE risk factors theme. Statistically significant* differences in mean 

scores are indicated . 

Table 6.16 Multiple Comparisons between Groups for Theme: Risk Factors 

Dependent 
variable Groups Mean Sig. P 
(theme) difference value = 

0.01 
H&L (. 53) ECS (.51) .017 .995 

Risk Factors BEd Primary (.64) -.115 .212 

BEd Post-primary (.36) .168 .101 

ECS (. 51 ) H&L (.53) -.017 .995 

BEd Primary (.64) -.132 .051 

BEd Post-primary (.36) .151 .107 

BEd Primary (.64) H&L (.53) .115 .212 

ECS (.51) .132 .051 

BEd Post-primary (.36) .283 *.000 

BEd Post-primary (.36) H&L (.53) -.168 .101 

ECS (.51) -.151 .107 

BEd-primary (.64) -.283 *.000 
.. 

* Indicates Statistically Significant 

Statistical analyses, using ANOVA, indicated a highly significant difference 

among the mean post-test scores for the risk factors theme between groups 

[Fb, 138)=8.714, p=O.OOO) . Further post hoc comparisons using Tukey's HSO 

test indicated the mean score for BEd Primary (M=0.64, SO=0.25) was highly 

significantly different from BEd Post-primary (M=0.36, SO=0.19) , p=O.OOO. A 

difference was noted between BEd Primary and ECS, however this trend did 

not quite achieve significance (p=0.051) . ECS did not differ significantly from 

BEd Post-primary and H&L did not differ significantly from any other group. 
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6.5.3 Theme: Indicators 

Table 6.17 illustrates multiple post-test comparison scores between groups for 

the CPQE indicators theme. Statistically significant* differences in mean scores 

are indicated . 

Table 6.17 Multiple Comparisons between Groups for Theme: Indicators 

Dependent 
variable Groups Mean Sig. P 
(theme) difference value = 

0.01 
H&L (.69) ECS (.64) .050 .768 

Indicators BEd Primary (.65) .039 .821 

BEd Post-primary (.48) .204 *.002 

ECS (.64) H&L (.69) -.050 .768 

BEd Primary (.65) -.010 .993 

BEd Post-primary (.48) .154 *.015 

BEd Primary .65 H&L (.69) -.039 .821 

ECS (.64) .010 .993 

BEd Post-primary (.48) .165 *.002 

BEd Post-primary (.48) H&L (.69) -.204 *.002 

ECS (.64) -.154 *.015 

BEd Primary (.65) -.165 *.002 
.. 

* Indicates Statistically Significant 

Statistical analyses, using ANOVA, indicated a highly significant difference 

among the mean post-test scores for the indicators theme between groups [Fb. 

138)=5.656, p=O.001]. Further post hoc comparisons using Tukey's HSD test 

indicated the mean score for H&L (M=O.69, SD=O.12) was significantly different 

from BEd Post-primary (M=0.48, SD=O.16), p=O.002. There was a significant 

difference in post-test mean scores between ECS (M=O.64, SD=O.18) and BEd 

Post-primary (M=0.48, SD=O.16), p=O.015. There was a significant difference 

in post-test mean scores between BEd Primary (M=O.65, SD=O.19) and BEd 

Post-primary (M=0.48, SD=O.16), p=O.002. ECS did not differ significantly from 

either H&L or BEd Primary and H&L did not differ significantly from BEd 

Primary. 
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6.5.4 Theme: Recognition 

Table 6.18 illustrates multiple post-test comparison scores between groups for 

the CPQE recognition theme. Statistically significant* increase in mean scores 

are indicated. 

Table 6.18 Multiple Comparisons between Groups for Theme: Recognition 

Dependent 
variable Groups Mean Sig. P 
(theme) difference value = 

0.01 
H&L (.76) ECS (.75) .007 .999 

Recognition BEd Primary (.82) -.068 .517 

BEd Post-primary (.56) .198 *.008 

ECS .75 H&L (.76) -.007 .999 

BEd Primary (.82) -.075 .300 

BEd Post-primary (.56) .191 *.004 

BEd Primary .82 H&L (.76) .068 .517 

ECS (.75) .075 .300 

BEd Post-primary (.56) .266 *.000 

BEd Post-primary (.56) H&L (.76) -.198 *.008 

ECS (.75) -.191 *.004 

BEd Primary (.82) -.266 *.000 
. . 

* Indicates Statistically Significant 

Statistical analyses, using ANOVA, indicated a highly significant difference 

among the mean post-test scores for the recognition theme between groups 

[Fb, 138)=10.021, p=O.OOO). Further post hoc comparisons using Tukey's HSO 

test indicated the mean score for H&L (M=0.76, SO=0.25) was significantly 

different from BEd Post-primary (M=0.56, SO=0.21), p=0.008. The mean score 

for ECS (M=0.75, SO=0.22) was significantly different from BEd Post-primary 

(M=0.56, SO=0.21) , p=0.004. The mean score for BEd Primary (M=0.82, 

SO=0.16) was highly significantly different from BEd Post-primary (M=0.56, 

SO=0.21), p=O.OOO. H&L did not differ significantly from either ECS or BEd 

Primary and ECS did not differ significantly from BEd Primary. 
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6.5.5 Theme: Practice Issues 

Table 6.19 illustrates multiple post-test comparison scores between groups for 

the CPQE practice issues theme. Statistically significant* increase in mean 

scores are indicated . 

Table 6.19 Multiple Comparisons between Groups for Theme: Practice Issues 

Dependent 
variable Groups Mean Sig. P 
(theme) difference value = 

0.01 
H&L (.74) ECS (.55) .187 *.002 

Practice BEd Primary (.87) -.130 *.020 

Issues BEd Post-primary (.64) .092 .333 

ECS (.55) H&L (.74) -.187 *.002 

BEd Primary (.87) -.317 *.000 

BEd Post-primary (.64) -.094 .235 

BEd Primary (.87) H&L (.74) .130 *.020 

ECS (.55) .317 *.000 

BEd Post-primary (.64) .223 *.000 

BEd Post-primary (.64) H&L (.74) -.092 .333 

ECS (.55) .094 .235 

BEd Primary (.87) -.223 *.000 
.. 

* Indicates Statistically Significant 

Statistical analyses, using ANOVA, indicated a highly significant difference 

among the mean post-test scores for practice issues theme for the four groups 

[Fb. 138)=26.267, p=O.OOO. Further post hoc comparisons using Tukey's HSO 

test indicated the mean score for H&L (M=0.74, SO=0.16) was significantly 

different from ECS (M=0.55, SO=0.22), p=0.002. BEd Primary (M=0.87, 

SO=0.14) was significantly different from H&L (M=0.74, SO=0.16), p=0.020 and 

significantly different from ECS (M=0.55 , SO=0.22) , p=O.OOO and BEd Post

primary (M=0.64, SO=0.19) , p=O.OOO. BEd Post-primary did not differ 

significantly from either H&L or ECS. 
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6.5.6 Theme: Legal/Policy Context 

Table 6.20 il lustrates multiple post-test comparison scores between groups for 

the CPQE legal/policy context theme. Statistically significant* increase in mean 

scores are indicated . 

Table 6.20 Multiple Comparisons between Groups for Theme: Legal/Policy 

Context 

Dependent 
variable Groups Mean Sig. P 
(theme) difference value = 

0.01 
H&L (. 63) ECS (.59) .037 .925 

Legal/Policy BEd Primary (.81) -.190 *.002 

Context BEd Post-primary (.57) .059 .796 

ECS (.59) H&L (.63) -.037 .925 

BEd Primary (.81) -.226 *.000 

BEd Post-primary (.57) .022 .982 

BEd Primary (.81 ) H&L (.63) .190 *. 002 

ECS (.59) .226 *.000 

BEd Post-primary (.57) .248 *.000 

BEd Post-primary (.57) H&L (.63) -.059 .796 

ECS (.59) -. 022 .982 

BEd Primary (.81) -.248 *.000 
. . 

* Indicates Statistically Significant 

Statistical analyses, using ANOVA, indicated a highly significant difference 

among the mean post-test scores for the legal/policy context theme between 

groups [Fb, 138)=14.287, p=O.OOO. Further post hoc comparisons using Tukey's 

HSO test indicated the mean score for BEd Primary (M=0.81 , SO=0.19) was 

Significantly different from H&L (M=0.63, SO=0.17), p=0.002 and significantly 

different from ECS (M=0.59, SO=0.22), p=O.OOO and BEd Post-primary 

(M=0.57, SO=0.23), p=O.OOO. H&L did not differ significantly from ECS or BEd 

Post-primary and BEd Post-primary did not differ significantly from ECS. 
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Section Summary 

This section of the chapter reported post-test CPQE theme scores for each of 

the four participant groups. Overall, a significant increase in post-test scores 

was noted for all six CPQE themes. Statistically significant differences between 

groups were found for some, but not all , CPQE themes. These were related to 

the theme realities whereby a significant difference was found between ECS 

and BEd Post-primary scores, and between BEd Primary and BEd Post-primary 

scores. There was a significant difference in post-test scores between BEd 

Primary and BEd Post-primary in risk factors theme. A significant difference in 

post-test scores for the indicators and the recognition themes were noted 

between three groups (H&L, BEd Primary and ECS) and BEd Post-primary. 

Post-test scores in the practice issues theme were significantly different 

between H&L and ECS, and between BEd Primary and the other three groups 

(H&L, ECS and BEd Post-primary). BEd Primary post-test scores were 

significantly different from all other groups in the legal/policy context theme. 

More importantly, even though groups themselves appeared to be doing well , 

when looked at closer a very tailored approach is needed to meet the child 

protection training needs of students. These scores are used as the basis to 

identify differentiated training needs of student groups. 

6.6 CHAPTER SUMMARY 

This chapter has reported findings from the child protection training audit, gave 

details of the increase in total CPQE scores from pre-test to post-test and 

examined the scores for four student groups in relation to CPQE themes. 

Consistent with previous research (e.g. Baginsky, 2000; Kenny, 2004; Walsh et 

ai, 2006) existing pre-service child protection training was limited and levels of 

child abuse and neglect knowledge between two tests were varied . 

The results reported in this Chapter revealed that, based on the aggregate 

scores of the CPQE from pre-test to post-test, student educators child abuse 

and neglect knowledge significantly increased . Improvements were noted in 

over two-thirds of the MCQs and all six CPQE themes had significantly 
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increased correct scores between pre-test and post-test. While there were 

some differences for individual MCQs within themes in terms of percentage 

range, the majority of correct scores had still increased. Student educators 

were able to apply their knowledge gains to a number of practice issues 

associated with appropriate child maltreatment response. For example, apart 

from the legal/policy context theme, the H&L group significantly increased their 

scores for five themes. It seems likely that this group of students would be able 

to comply with recognised child protection practices in health, leisure and sport 

settings (Rossato & Brackenridge, 2009). Findings from the post-test scores for 

the ECS group were similar to research conducted with early years practitioners 

in Singapore (Briggs & Potter, 2004; Potter et aI, 2002) and in New Zealand 

(Duncan, 1999; Rodriguez, 2002) whereby participation in child protection 

training helped early years practitioners to increase their knowledge of core 

child protection matter. All groups, except BEd Post-primary, understood the 

importance of recognising abuse when it occurred, which, according to Grosse 

(2001), is one of the key aspects of child protection that educators need to 

know. 

Significant knowledge gains were noted for all groups on how to report a 

concern appropriately and to whom, the impact of abuse on children's learning, 

relationships and behaviour, and the importance of continued observations in 

the educational setting. Researchers have often noted the lack of pre-service 

educators' knowledge regarding these topics (Goldman, 2005; Kenny, 2001; 

Walsh et aI, 2006) unless they participate in pre-service child protection training 

(Kenny, 2004; Goldman, 2007; Walsh & Farrell, 2008). An increase in 

knowledge was also noted in terms of detecting abuse as a duty to care. In 

short, student educators developed their knowledge in core subject matter to 

help with their complex child protection and safeguarding role in educational 

settings. 

Despite these substantial areas of improvement for the aggregate group, some 

stUdent groups did not develop their knowledge to the same extent as other 
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groups. While Whitehead (2008) contends that a good starting point in child 

protection training is to address the realities of abuse, recognising a concern 

and responding to children appropriately, there is evidence from this study to 

suggest that some student groups might benefit from additional opportunities to 

learn about the legal and policy context of child protection, the risk factors for 

abuse and neglect, and recognising maltreatment. A number of differentiated 

training needs were identified and as a result, a key recommendation from this 

study is to develop the programme to meet the needs of students on different 

career pathways. These are further examined in relation to the findings from 

the vignette (Chapter 7 and Chapter 8), the student focus groups (Chapter 9) 

and the experienced practitioner focus groups (Chapter 10) of this thesis . 
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CHAPTER 7: FINDINGS FROM THE VIGNETTE PART ONE 

7~ 1 INTRODUCTION 

This chapter and the one to follow report the findings from the vignette that was 

attached to the CPQE and distributed at three test stages. This chapter reports 

the findings in relation to four action points required to demonstrate clear 

knowledge of child abuse and neglect responses in an educational setting . 

Time was allocated to respond to the vignettes and students were informed that 

an incomplete vignette would be given an incorrect score (cf. Chapter 5.5.3) ; 

therefore, incomplete vignettes (n=26) have been included in the analysis (total 

n=426) . 

The main findings are presented in four sections for each of the action points: 

• Recognise and respond (compulsory action point) 

• Inform 

• Report (compulsory action point) 

• Record and/or observe. 

For each action point, two main findings are reported : first, the aggregate group 

scores (n=142) in relation to the action point at three tests and second , student 

group progression between three tests . For the latter, examples of vignette 

responses from each student group are provided to demonstrate the scoring 

system for the action point and to demonstrate students' knowledge 

development between pre-test, mid-test and post-test. 

The next chapter reports student educators' knowledge development for all 

action points between three test stages. This is achieved by providing vignette 

response examples, one from each student group, at three test stages and by 

reporting (1) how each of the four action points were scored and (2) the final 

vignette response score i.e. the combined action point scores. 
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Throughout this chapter (Chapter 7) , examples are given, one from each group, 

in an attempt to illustrate the findings more clearly in relation to student 

progression and the scoring system used. When referring to examples, 

students have been coded as follows: 

• H&L Student Codes 1-20; 

• ECS Student Codes 21-50; 

• BEd Primary Student Codes 51-122; and 

• BEd Post-primary Student Codes 123 -142. 

These vignette examples are used to demonstrate the scoring system and 

student progression between stages for each action point. The vignette 

responses are presented in full ; however the focus is on answers related to the 

action point. At times, reference is made to another action point to place the 

vignette response in the context of full knowledge development. 

7.2 ACTION POINT RECOGNISE AND RESPOND 

The importance of recognising a child protection concern and responding to 

children appropriately is all too clear in research (Creeden , 2008a; Baginsky, 

2007; Gardner, 2008; Grosse, 2001) and in government guidance (DfES, 2006; 

DENI , 1999; OFMDFM , 2009). This action point had a dual purpose whereby 

information in the vignette had to demonstrate knowledge related to recognise 

and respond to receive a correct score for the action point. Information 

provided had to clearly demonstrate that: 

• a concern was recognised (recognise) ; and 

• a sensitive, non-judgemental, age appropriate and honest response 

(respond) was provided to the child . 

An incorrect score for the action point was given if incorrect information was 

provided . Information was deemed to be incorrect if the response was 

inaccurate e.g . 'get another adult to deal with it' or inappropriate e.g. 'promise to 

keep the information a secret'. The second compulsory action point, report , is 

not scored in this section ; however reference is made to it so that both action 
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points cou ld be considered in relation to student educators' tendency to over

report or under-report. As described by Webster et al. (2005), knowledge about 

reporting and lack of knowledge about recognising and responding indicates a 

tendency to over-report. Knowledge about recognising and responding , and 

lack of knowledge about reporting indicates a tendency to under-report. 

The pre-test vignette responses indicated that 73 (51.41 %) students 

demonstrated knowledge of recognise and respond ; 18 (12.67%) students did 

not refer to the action point; six vignettes were incomplete; and 45 (31.69%) 

students provided inaccurate or inappropriate information. Some students 

included inaccurate or inappropriate information more than once, resulting in 52 

pre-test vignette entries with incorrect information. Examples of inaccurate 

information on the pre-test vignette included: 

• the child is obliged to disclose to a teacher (n=1); 

• get another adult to deal with it (n=2) ; and 

• observe the child first then respond (n=2). 

Examples of inappropriate pre-test responses included: 

• providing a false promise i.e. informing the child that everything 

will be 'OK' or sorted out (n=22) ; 

• questioning the child excessively (n=15); 

• informing the child that the disclosure will remain 

confidential/secret (n=6); 

• taking the child to another room alone i.e. a quiet room (n=2); and 

• asking the child to repeat the information unnecessarily (n=2). 

The mid-test vignette revealed that the number of students who demonstrated 

knowledge relating to recognise and respond had increased to 101 (71 .13%); 

13 (9.15%) students did not refer to the action point in the vignette response; 

and 14 vignettes were incomplete. The number of students who provided an 

inappropriate response had reduced at mid-test (n=14, 9.86%); however two 
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students provided an inappropriate response more than once, resulting in 16 

mid-test vignette entries with incorrect information: 

• provide a false promise i.e. informing the child that everything will 

be 'OK' or 'sorted out' (n=7); 

• questioning the child excessively (n=7); and 

• informing the child that the disclosure will remain 

confidential/secret (n=2) . 

The post-test vignettes demonstrated that none of the students agreed to keep 

the information confidential or secret, six (4.23%) students made a false 

promise and one student questioned the child excessively. Apart from the small 

number who did not complete the post-test vignette (n=6, 4.23%) and the small 

number who did not refer to the action point (n=7) , all other students 

demonstrated clear knowledge related to compulsory action point recognise and 

respond (n=122 , 85.91 %) . 

The number of correct scores for the aggregate group (n=142) for this action 

point increased between pre-test (51.41%), mid-test (71 .13%) and post-test 

(85.91 %) and can be seen at Table 7.1 . 

Table 7.1 Pre-test. Mid-test and Post-test Vignette Scores for Action Point 

Recognise and Respond 

Pre-test Mid-test Post-test 

N=142 Frequency Percent Frequency Percent Frequency Percent 

Correct 73 51.41 101 71 .13 122 85.91 

Incorrect 63 44.36 27 19.07 14 9.86 

Incomplete 6 4.23 14 9.86 6 4.23 

TOTAL 142 100 142 100 142 100 

7.2.1 H&L Group 

All students from this group completed the pre-test vignette . Findings indicated 

that seven (35%) H&L students demonstrated a clear understanding of 
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recognise and respond . One student did not make reference to the action point 

and 12 (60%) students included a response related to the action point which 

was identified as incorrect. One student provided incorrect information more 

than once, resulting in 13 incorrect pre-test vignette entries for the action point. 

These included : 

• responding to the child with excessive questioning (n=5); 

• providing inaccurate information to the child such as telling her 

'everything will be OK' or 'sorted out' (n=5); 

• informing the child that the disclosure would remain 'secret' (n=2); 

and 

• responding to the child by stating 'I'll get someone else' (n=1). 

The mid-test vignettes indicated that eight (40%) students from H&L 

demonstrated recognising and responding knowledge and eight (40%) students 

did not complete the vignette. The remaining four vignettes indicated incorrect 

or inaccurate responses , including, 

• no response made to the child (n=1); 

• providing inaccurate information to the child by stating everything 

will be 'OK' or sorted out (n=2); and 

• excessive questioning (n=1) . 

A clear progression for action point recognise and respond was evident for most 

H&L students at post-test (n=14, 70%). None of the vignette responses 

indicated excessive questioning; two (10%) vignettes included inaccurate 

information i.e. 'everything will be OK'; two vignettes were incomplete; and two 

students did not refer to the action point. 

An example from the H&L group was provided by Student Code 18. There was 

no evidence of the action point recognise and respond in the pre-test vignette, 

demonstrated by the statement ' .. . while I sit with Mary'. Although not scored in 

this section of the chapter, there appeared to be evidence of report , 

demonstrated by the statements 'call on someone else to witness what the child 
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says' and 'from here an investigation would start'. This vignette response 

indicated a tendency to over-report, i.e. evidence of reporting but lacked 

evidence of recognise and respond : 

Student Code 18 pre-test 
I would call on someone else to witness what the child says and to call on 
professional assistance while I sat with Mary. From here an investigation would 
start. 

Even though an attempt to respond to the child was demonstrated at mid-test 

and a confirmed report was made to the appropriate person, the vignette 

indicated continued lack of knowledge regarding appropriate response to 

children . This was demonstrated by the statement 'everything will be OK' i.e. 

providing a false promise to a child. This suggested a tendency to over-report 

since there was a lack of knowledge related to the action point recognise and 

respond : 

Student Code 18 mid-test 
Reassure her that everything will be OK. Express your concern to the person in 
charge of child protection. Try and talk to the girl. 

The inaccurate information in relation to a false promise was not included in the 

post-test vignette. It appeared that a more mature attempt to respond to the 

child was made, demonstrated by the statements 'ask the child what she 

means' and 'make sure at all times to reassure the child and talk in a friendly 

manner - be approachable': 

Student Code 18 post-test 
Ask the child what she means. If you are unsure speak to someone about it. If 
you think the child has been abused alert the person in charge of pastoral care 
and ensure the child 's safety. Social Services should be involved at this stage. 
Make sure at all times to reassure the child and talk in a friendly manner - be 
approachable . 

7.2.2 ECS Group 

Findings from the pre-test vignette indicated that 18 (60%) ECS students 

demonstrated their knowledge of action point recognise and respond. Two 

stUdents did not complete the pre-test vignette; five (17%) students did not refer 

to the action point; and five (17%) students included inaccurate information in 
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the vignette response. One student provided inaccurate information more than 

once, resulting in six incorrect pre-test vignette entries. These included: 

• false promises such as 'everything will be OK' (n=3) ; 

• excessive questioning (n=2); and 

• making judgements (n=1). 

The number of students who demonstrated knowledge related to recognise and 

respond had increased at mid-test (n=25, 83.33%) and five (16.67%) students 

included inaccurate information (one student included inaccurate information 

twice) . These included: 

• informing the child that everything will be OK or sorted out (n=3); 

and 

• excessive questioning (n=3) . 

All students completed the vignette at post-test. There was evidence of 

knowledge regarding recognise and respond for 28 (93.33%) students in this 

group. Only one student presented inaccurate information (excessive 

questioning) , and one student did not make reference to the action point. 

An example from the ECS group was provided by Student Code 31 . The pre

test vignette indicated that assumptions were made regarding the type and 

extent of abuse, demonstrated by the statement 'It is obvious from the child's 

behaviour that she is being sexually and physically abused' . While it could be 

suggested that the student demonstrated recognise , the focus of the account 

appeared to be on reporting rather than responding, demonstrated by the 

statement 'Social Services should be contacted' . This suggested a tendency to 

over-report i.e. the vignette demonstrated knowledge of reporting but not 

knowledge regarding response to the child: 

Student Code 31 pre-test 
It is obvious from the child 's behaviour that she is being sexually and physically 
abused. Social Services should be contacted but if the mother does not seem 
to note a change and is approachable a member of social services or staff who 
are qualified to deal with such situations may wish to inform her and bring it to 
her attention however not at the risk of the child. 
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The mid-test vignette appeared to be less judgemental and the focus appeared 

to be on meeting the immediate needs of the child . This indicated knowledge of 

recognise and respond ; however there was no evidence of reporting 

knowledge. The vignette response indicated a tendency to under-report since 

there was evidence of recognition but the vignette response appeared to lack 

knowledge relating to report: 

Student Code 31 mid-test 
Assure Mary that she can talk to you. Wait until all the children are out of the 
immediate vicinity and ask Mary if she wants to talk. Make her aware that she 
is safe and within a secure environment. Make it known to Mary that her 
mother and her boyfriend do not need to know for the minute if she doesn't 
want them to. 

A clear progression of knowledge related to recognise and respond was 

indicated in the post-test vignette whereby the student considered the 

immediate needs of the child as well as the needs of other children in the class 

setting. Reporting knowledge was also demonstrated via action point inform 

whereby the child was informed that a report would have to be made to another 

adult. This vignette demonstrated equal knowledge of reporting and action 

point recognise and respond: 

Student Code 31 post-test 
Remove the child from the situation i.e. don't let other children get involved. 
Inform Mary that though you want to help, you will have to inform another adult. 
Be sensitive to what Mary tells you and tell her she is safe here. Inform 
designated person of conversation after seeing if Mary wishes to give any 
further information. Ensure that correct authorities are alerted promptly so as to 
avoid Mary having to go home unnecessarily. 

7.2.3 BEd Primary Group 

All BEd Primary students completed a pre-test vignette. Knowledge related to 

recognise and respond was demonstrated by 41 (57.75%) students; 11 

(15.49%) students did not make reference to the action point; and 19 (26.76%) 

students referred to the action point inaccurately: from this figure , two students 

provided inaccurate information in more than one way. Inaccurate information 

included : 
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• informing the child that everything will be OK or 'sorted out' 

(n=10); 

• excessive questioning (n=7) ; and 

• keeping the disclosure either confidential or secret (n=4). 

The number of students who demonstrated knowledge related to this action 

point had increased at mid-test (n=61 , 86%) ; seven (9.86%) students did not 

refer to the action point; and three (4 .22%) students provided inaccurate 

information , of which two students provided inaccurate information more than 

once. Inaccurate information included : 

• excessive questioning (n=3); and 

• keeping the disclosure confidential or secret (n=2) . 

The number of correct scores for action point recognise and respond had 

increased to 68 (95.78%) at post-test and the remaining three students did not 

make reference to the action point. 

An example was provided by the BEd Primary group Student Code 110. This 

example appeared to be a sensitive response in all three tests ; however 

inaccuracies were also included in the pre-test vignette. Findings from the pre

test vignette suggested that the student recognised the sensitivities of the 

situation and appeared to respond to the child appropriately. This was 

demonstrated by the statements 'I would approach the situation in a kind quiet 

manner' and 'I wouldn 't pressurise her'. There was evidence of reporting 

knowledge; however in terms of direct response to the child , the vignette also 

included inaccurate information , demonstrated by 'everything will be OK and 

sorted out' : 

Student Code 110 pre-test 
I would approach the situation in a kind quiet manner and ask the child has she 
any concerns that she would want to tell me. I wouldn 't pressurise her but 
explain that if someone hurt her on purpose it would be important that she told 
someone. If the child proceeded to tell me I would refer the situation/account of 
events to the person in charge of pastoral care. I would also tell the child that 
everything will be ok and sorted out. 
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The mid-test vignette response also appeared sensitive towards the child and a 

false promise was not made i.e. there was no evidence of informing the chi ld 

that 'everything will be OK or sorted out'; however, the statement 'it is a step 

towards the situation being resolved ' made directly to the child indicated a 

continued lack of knowledge regarding this action point: 

Student Code 110 mid-test 
I wou ld listen to the child and approach her in a gentle manner. I would let her 
tell me what she means and not make it hard for her to speak to me. I wouldn 't 
make any promises to the child so as not to make her think everything will be 
OK. I would then pass on the details to the designated person to deal with it 
and tell the child that now the situation has been explained it is a step towards 
the situation being resolved . 

Findings from the post-test vignette response indicated clear knowledge of 

recognise and respond . This was demonstrated by a number of statements, 

including 'I would approach the subject to the child in a calm gentle quiet 

manner', 'don't push her to speak if she doesn't want to' and allowing the child 

to speak 'without interrupting or jumping to conclusions'. There was no 

evidence of inaccurate information relating to this action point and there was 

knowledge of reporting procedures: 

Student Code 110 post-test 
I would approach the subject to the child in a calm gentle quiet manner. I would 
allow her to speak without interrupting or jumping to conclusions. Don't push 
her to speak if she doesn't want to. I would explain to her that it is important 
that she tells someone as if something was wrong she shouldn't keep it to 
herself and that I will have to tell this person. I would inform the designated 
person of the details. 

7.2.4 BEd Post-primary Group 

A clear knowledge of action point recognise and respond was demonstrated in 

the pre-test vignettes by seven (33.33%) students; nine (42.86%) students 

provided inaccurate information ; one student did not refer to the action point; 

and four (19 .05%) vignettes were incomplete. Three students provided 

inaccurate information more than once, resulting in 12 incorrect vignette entries. 

These included : 

• informing the child that everything will be OK or sorted out (n=6); 

• excessive questioning (n=4) ; and 

• keeping the disclosure a secret (n=2). 
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The mid-test vignettes indicated that seven (33.33%) students demonstrated 

knowledge of action point recognise and respond; three (14.28%) students 

provided inaccurate information; five (23.81 %) students did not refer to the 

action point and six (28.57%) vignettes were incomplete. Inaccurate 

information included: 

• informing the child that everything will be 'OK' or 'sorted out' (n=2); 

and 

• excessive questioning (n=1). 

Knowledge development related to recognise and respond was demonstrated 

by 12 (57.14%) students in the post-test vignette; four (19.05%) students 

provided inaccurate information, all related to providing a false promise; one 

(4.76%) student did not refer to the action point; and four (19.05%) vignettes 

were incomplete. 

An example from the BEd Post-primary group was provided by Student Code 

134. The response in the pre-test vignette was not detailed and did not appear 

to demonstrate knowledge or understanding of the situation. It could be 

suggested that the pre-test vignette response was judgemental, demonstrated 

by the statement 'they should feel obliged to tell you ', and it lacked knowledge 

in all action points: 

Student Code 134 pre-test 
As a teacher trust should be built between child-teacher so they should feel 
obliged to tell you . 

This student did not complete the scenario at mid-test; however it appeared that 

a much more sensitive account was provided at post-test, demonstrating clear 

knowledge related to recognise and respond. The student appeared to offer 

support and listened to what the child had to say, without the use of excessive 

questioning. A confirmed report was not included in the vignette response, 

demonstrated by the statement 'perhaps inform other adults'. This vignette 

response suggested a tendency to under-report since there was evidence of 

recognising and responding knowledge but lacked reporting knowledge: 
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Student Code 134 post-test 
Get Mary to calm down and if she ever wants to talk about anything make her 
aware you are there to listen. If Mary tells of her problems, I would be 
sympathetic and let her know I would also have to inform her that I will have to 
perhaps inform other adults to deal with the situation. Continual monitor of 
Mary's behaviour towards other peers/eating habits etc. 

Figure 7.1 illustrates the scores for compulsory action point recognise and 

respond at three tests for all groups. 
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Figure 7.1: Correct Responses for Vignette Action Point Recognise and Respond for all Groups 

100 T 96 
93 

90 t 
83 -

86 ~ 86 
I ,--

80 
(/) 

70 1 ~ ~ 71 Q) 70 
Cl ro 
C 
Q) 

60 j 11 n u • n • 57 '-
Q) 

0- ~ c 51 - 50 
(/) 

~ 
0 
u 40

1 

Cl) 

~ u ~ ~ ~ 33 33 
~ 30 0 
0 

20 

10 

0 
H&L ECS BEd Primary BEd Post Primary Aggregate 

Groups and Test Stages 

D Pre-test D Mid-test • Post-test 

180 



7.3 ACTION POINT INFORM 

Department of Education guidelines in Northern Ireland recommend that 'staff 

should not give the child or young person undertakings of confidentiality, 

although they .. . should, of course, reassure that information will be disclosed 

only to those professionals who need to know' (DENI , 1999, p15). This action 

point refers to how the child was informed that a confirmed report would be 

made to the designated person in the educational setting i.e. the child protection 

process in an educational setting. Scoring was either correct or incorrect; 

however, since this action point was not compulsory, students could be given a 

correct score for the overall vignette response, even if this action point was 

incorrect. Examples of incorrect scores for the action point included students 

who did not refer to it in the vignette response and students who made 

reference to the action point but with conditions. Examples of conditions 

included: 

• Inform the child but only if I think there is abuse; 

• Only inform the child 'if a decision to report' is made; and 

• Inform the child that a report 'may/might' be made. 

The pre-test vignette scores for this action point revealed that 15 (10.56%) 

students demonstrated knowledge related to informing the child of the child 

protection process in an educational setting; 114 (80.28%) students did not 

refer to the action point; and seven (4.93%) students provided a response but 

with conditions. Six (4.23%) vignettes were incomplete. The mid-test vignettes 

demonstrated that 33 (23.24%) students informed the child that a report would 

have to be made and 78 (54.93%) students did not refer to the action point. 

Interestingly, the number of students who provided a response related to this 

action point with conditions increased between pre-test (n=7, 4.93%) and mid

test (n=17, 11.97%), especially since the number of incomplete vignettes also 

increased at mid-test (n=14, 9.86%). The number of correct scores for this 

action point increased at post-test (n=81, 57.04%); the number of students who 

did not refer to the action point had decreased at mid-test (n=50, 35.21 %); and 

the number of responses with conditions had decreased to five (3.52%). Six 
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(4.23%) post-test vignettes were incomplete. Table 7.2 illustrates the aggregate 

pre-test, mid-test and post-test vignette scores for action point inform. 

Table 7.2 Pre-test, Mid-test and Post-test Vignette Scores for Action Point 

Inform 

Pre-test Mid-test Post-test 

N=142 Frequency Percent Frequency Percent Frequency Percent 

Correct 15 10.56 33 23.24 82 57.74 

Incorrect 121 85.21 95 66.90 54 38.03 

Incomplete 6 4.23 14 9.86 6 4.23 

TOTAL 142 100 142 100 142 100 

7.3.1 H&L Group 

All students from this group completed the pre-test vignette. Findings indicated 

that two (10%) H&L students demonstrated knowledge regarding this action 

point and 18 (90%) students did not refer to it. The mid-test vignette indicated 

that six (30%) students scored correctly for this action point; six (30%) students 

did not refer to it; and eight (40%) vignettes were incomplete. Knowledge 

development for this group was indicated in post-test vignettes: 11 (55%) 

students referred to the action point accurately; seven (35%) students did not 

refer to it; and two (10%) vignettes were incomplete. 

An example from the H&L group was provided by Student Code 13. The pre

test vignette did not indicate that the child was informed that a confirmed report 

would be made, demonstrated by the statements 'she could talk to me or 

another teacher if necessary' and 'if she told me ... '. There was no indication 

that the child was informed that the information would be reported to the 

deSignated person : 

Student Code 13 Pre-test 
I would wait until she had changed then ask her what she meant. I would 
reassure her that she could talk to me and another teacher if necessary. Then 
if she told me I would contact my senior worker and allow them to take 
appropriate action. I would also ask her how she got the markings on her body. 
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Even though the information provided to the child appeared to have improved at 

mid-test, the student did not provide the child with an honest response i.e. 'she 

doesn't need to know they're the child protection officer' . This demonstrated 

lack of knowledge regarding the appropriate way to inform children of internal 

reporting procedures in educational settings: 

Student Code 13 mid-test 
Arrange for another teacher to look after the class. Tell Mary that you are going 
to take her to the designated child protection officer (she doesn't need to know 
they're the child protection officer) and see if you can sort things out from there. 
Ask her if she would feel comfortable talking to this other teacher and you 
should stay with her as you are the first person she has opened up to. If the 
officer thinks there is a serious problem they will inform social services. 

At post-test, the student presented a less ambiguous account and clearly 

informed the child that a referral to the designated person was required. Even 

though permission to do so was sought, the student clarified this by stating the 

child would not 'feel that you are breaking her confidence': 

Student Code13 post-test 
Tell her she is safe now and ask her if she wants to talk about anything . Try 
and reassure her if there is a problem. Don't tell her everything will be sorted -
don't know that. Tell her you will need to tell someone but try to get her 
permission so she doesn't feel that you are breaking her confidence. Tell the 
designated child protection officer concerns. 

7.3.2 ECS Group 

Findings from the pre-test vignette indicated that three (10%) ECS students 

responded to this action point correctly; 24 (80%) students did not refer to the 

action point; and one (3.33%) student responded but with conditions. Two 

(6.67%) vignettes were incomplete. All students corr.pleted the vignette at mid

test. The mid-test vignette revealed that 12 (40%) students were aware of 

internal reporting procedures and informed the child correctly; 13 (43.33%) 

students did not refer to the action point; and five (16.67%) students responded 

but with conditions. Knowledge development regarding this action point was 

demonstrated at post-test: correct scores increased to 20 (66.67%); the number 

of students who responded to the action point with conditions decreased to 

three (10%); and seven (23.33%) students did not refer to the action point. 
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An example from the ECS group was provided by Student Code 32 . The pre

test vignette response appeared to 'be sensitive' as the student aimed to 

'reassure the child'; however, the child was not informed that a report would 

have to be made to the designated person: 

Student Code 32 pre-test 
Be sensitive to the child . Reassure the child . Try to allay her fears . Seek 
advice from another professional or child protection officer e.g. 
principal/teacher. Don't jump to conclusions. 

At mid-test the student informed the child that a report would be made, 

demonstrated by the statement 'advise the child that you will have to discuss 

this with another adult'. Students were asked to present their account in the 

order in which they would respond in a practice situation , therefore it was 

feasible to initially assume the discussion with 'another adult' took place before 

the child 's mother; in which case the action point would have been correct. 

Further examination of this account, however, suggested that the report was 

made after a discussion with the child 's mother i.e. the report was made to the 

'line manager' at the end of the vignette account, suggesting that this was the 

order in which the student would respond: 

Student Code 32 mid-test 
Comfort, reassure child that they are in safe environment. Advise the child that 
you will have to discuss this with another adult and her mother. Invite the 
mother in for opportunity to explain what has happened. Record the actual 
incident. Report to line manager. 

There was clear knowledge development regarding this action point, 

demonstrated in the post-test vignette. The initial response to the child 

remained sensitive, there was no evidence of contacting a parent and the action 

point inform was in evidence i.e. 'explain that you need to talk to another adult 

in school about the situation': 

Student Code 32 post-test 
Reassure the child that you will not harm her in any way or remove her from the 
class. Explain that you need to talk to another adult in school about the 
situation. Report discovery to the designated teacher and record what if any 
disclosure made by the child - in child 's own words. Show sensitivity towards 
child , reassure them that you believe what they said . 
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7.3.3 BEd Primary Group 

All students in this group completed the vignette at all three tests. Pre-test 

'1ignette findings indicated that eight (11.27%) BEd Primary students responded 

to this action point correctly; 58 (81.69%) did not refer to it; and five (7 .04%) 

students responded with conditions. The mid-test vignette revealed that 13 

(18.31%) students were aware of the internal reporting procedures and 

informed the child correctly; 52 (73.24%) students did not refer to this action 

point; and six (8.45%) students responded with conditions. Knowledge 

development regarding this action point was demonstrated through post-test 

vignettes: correct scores increased to 38 (53.52%); incorrect scores related to 

the action point with conditions decreased to two (2.82%); and 31 (43.66%) 

students did not refer to the action point. 

An example from the BEd Primary group was provided by Student Code 120. 

The pre-test vignette demonstrated responding to the action point but with 

conditions i.e. the child was informed that a referral 'might' have to be made and 

only 'if' further abuse was disclosed: 

Student Code 120 pre-test 
Ask her is she OK, what does she mean. Is there anything she wishes to 
discuss. If she discloses more, inform her that you might have to tell someone 
else in order to sort it out. Carry on from there following legislation. 

It appeared as if there was no evidence of knowledge relating to this action 

point at mid-test. Similar to the pre-test vignette, the information provided 

referred to a response with conditions i.e. the child was informed that a report 

would have to be made to 'another adult' but again only 'if' further abuse was 

disclosed: 

Student Code 130 mid-test 
Ask her if she has any other concerns. If no, carry on observing her. If yes 
Mary discloses information tell her you believe her and you will have to inform 
another adult. 

There was knowledge development regarding this action point, demonstrated in 

the first line of the post-test vignette i.e. 'let her know you have to pass it on 

anyway'. This indicated that the student understood that the child needed to be 
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informed as soon as possible that a referral to the designated person was 

required , whether further information was provided by the child or not: 

Student Code 120 post-test 
Allow her to tell you any other information but let her know you have to pass it 
on anyway. Let her speak and listen. Take a note and report it to pastoral care 
teacher. Continue to observe and express concerns to designated person. 
Follow legislation on current practice. 

7.3.4 BEd Post-primary Group 

Findings from the pre-test vignette indicated that two (9.52%) students 

responded to this action point correctly; 14 (66.67%) did not refer to the action 

point; one (4 .76%) student responded with conditions; and four (19.05%) 

vignettes were incomplete. There was no increase in correct scores for this 

action point at mid-test; seven (33.33%) students did not refer to the action 

point; and six (28.57%) students responded with conditions. Six (28.57%) 

vignettes were incomplete. Knowledge development regarding this action point 

was demonstrated at post-test: the number of correct scores increased to 12 

(57 .14%) and the number of students who did not refer to the action point 

decreased to five (23.81 %) . The remaining four (19.05%) vignettes were 

incomplete. 

An example from the BEd Post-primary group was provided by Student Code 

130. There was no evidence that the student informed the child of the internal 

reporting process in an educational setting . Indication of a response was made 

in the latter part of the vignette with conditions i.e. if the situation does not 

change following observations, the student stated 'talk to head teacher': 

Student Code 130 pre-test 
Reassure the child that everything is going to be OK. Keep close eye on 
behaviour. If it doesn't change, talk to head teacher, report to services. 

There was evidence of an inappropriate response to the child in the mid-test 

vignette i.e. informing the child 'not to worry'. Regarding the action point inform, 

there was no evidence of knowledge regarding the internal reporting process in 

educational settings, since the response was made with conditions i.e. by 

informing the child that a report 'may' have to be made: 
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Student Code 130 mid-test 
Inform child not to worry. Ask Mary to tell you what happened but inform Mary 
you may not be able to keep it to yourself. Inform pastoral care teacher. Stay 
out of the investigation. 

Knowledge development regarding this action point was indicated in the post

test vignette , demonstrated by the statement ' ... don't make any promises i.e. 

you have to tell someone else': 

Student Code 130 post-test 
Reassure she is safe but don't make any promises i.e you have to tell someone 
else. Then let her tell you about it in her own time. Don't ask any leading 
questions then let the teacher for child protection know about it. 

Correct scores for action point inform at three tests for all groups can be seen at 

Figure 7.2. 
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Figure 7.2: Correct Responses for Vignette Action Point Inform for all Groups 
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7.4 ACTION POINT REPORT 

The importance of student educators reporting knowledge has been noted 

extensively in the literature (Baginsky, 2000; Baginsky & Hodgki'llson , 2000; 

Kenny, 2001 ; 2004; 2007; Penter et aI, 2005; Webster et aI, 2005) . Additionally, 

a clear reporting duty is identified in Department of Education guidelines in the 

UK (DfES, 2006; Scottish Executive, 2005) and , in Northern Ireland , reporting 

procedures are explicit: 'the person receiving the information, or noticing signs 

of possible abuse, must notify the designated teacher for child protection' 

(DENI , 1999, p16). 

This action point refers to whether the student demonstrated knowledge of 

reporting procedures either internally, externally or both . This was the second 

compulsory action point and students received either a correct score or an 

incorrect score for the action point. A clear, confirmed report to the designated 

person in the educational setting had to be evidenced in the vignette response 

to be given a correct score. A correct score was also given if there was 

evidence of a confirmed report but not necessarily to the designated person , as 

long as the report was made to an appropriate person i.e. social worker, police, 

NSPCC. If a confirmed report was made to an inappropriate person i.e. family 

member, friend , another teacher not designated to child protection or pastoral 

care , an incorrect score was given. An incorrect score was given to students 

who did not refer to the action point in the vignette response (indicating no 

report) and to students who provided evidence of report but with conditions. 

Examples of conditions included : 

• report but only if sure; 

• report after speaking to parents; 

• report after further observations; and 

• report if the child discloses more information. 

The pre-test vignette scores for this action point revealed that 82 (57.74%) 

students demonstrated knowledge related to reporting procedures in 

educational settings; 30 (21 .13%) students reported with conditions; 24 
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(16.90%) students did not report; and six (4.23%) pre-test vignettes were 

incomplete. The mid-test vignettes demonstrated that 108 (76.06%) students 

included report in the vignette appropriately; six (4.23%) students reported with 

conditions; 14 (9.86%) students did not make a report; and 14 (9.86%) mid-test 

vignettes were incomplete. The number of correct scores for this action point 

increased to 126 (88 .73%) at post-test; four (2.81 %) students reported with 

conditions; six (4.23%) students did not make a report; and six (4.23%) post

test vignettes were incomplete. The aggregate (n=142) pre-test, mid-test and 

post-test scores for action point report can be seen at Table 7.3. 

Table 7.3 Pre-test and Post-test Vignette Scores for Action Point Report 

Test Pre-test Mid-test Post-test 

N=142 Frequency Percent Frequency Percent Frequency Percent 

Correct 82 57.74 108 76.06 126 88.73 

Incorrect 54 38.03 20 14.08 10 7.04 

Incomplete 6 4.23 14 7.04 6 4.23 

TOTAL 142 100 142 100 142 100 

Examples provided below, one from each student group, demonstrate the 

scoring system and students' knowledge development in relation to the 

compulsory action point. The vignette responses are presented in full to place 

them in context; however the focus is on answers related to appropriate 

reporting procedures in an educational setting. Compulsory action point 

recognise and respond is not scored in this section; however, reference is made 

to it at times so that both action points could be considered in relation to student 

educators' tendency to over-report or under-report. 

7.4.1 H&L Group 

All students from this group completed the pre-test vignette. Findings indicated 

that ten (50%) H&L students demonstrated reporting knowledge; two (10%) 

students did not make a report; and eight (40%) students either made a report 

with conditions or to an inappropriate person. The mid-test vignette indicated 
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that 11 (55%) students scored correctly for this action point and one student did 

not refer to the action point. Eight (40%) mid-test vignettes were incomplete. 

Knowledge development for this group is indicated in post-test vignettes: 17 

(85%) students reported accurately; one (5%) student reported with conditions; 

and two (10%) vignettes were incomplete. 

An example from the H&L group was provided by Student Code 14. At pre-test 

the vignette indicated that the student did not fully understand the procedure to 

report in an educational setting since the report was made with conditions, i.e. 

discuss the issue with 'the relevant person' but only if 'abuse was established '. 

This vignette indicated a tendency to under-report since it suggested knowledge 

of recognise and respond, demonstrated by the statement 'comfort the 

child ... ask her what she is talking about' but lacked knowledge of reporting: 

Student Code 14 pre-test 
In this situation I would comfort the child by telling her that I'm not going to harm 
her then when the child felt reassured I would ask her what she was talking 
about. If abuse was established I would inform the relevant person e.g . teacher 
who is trained to deal with this or principal. 

At mid-test stage, the student did not state that a report was made in the 

vignette response; however there was evidence of reporting procedures 

knowledge. This was demonstrated via action point inform i.e. informing the 

child that the 'pastoral care teachers ' will be informed: 

Student Code14 mid-test 
Ask her what is wrong and see if she wants to explain further. Explain that you 
will have to tell pastoral care teachers and take a Record of everything. Be 
ready to participate in any investigations carried out by police etc .. 

Evidence of making a clear confirmed report was made at post-test, even 

though the child was not informed of this and there was no evidence that the 

report was made to the designated person (the person in charge is not 

automatically the designated person): 

Student Code 14 pos-test 
I would ask Mary to explain to me what she means and try to comfort her. Then 
I would report it to the person in charge. Keep a log of patterns of behaviour. 
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7.4.2 ECS Group 

Findings from the pre-test vignettes indicated that 19 (63.33%) ECS students 

demonstrated reporting knowledge; seven (23 .33%) students did not refer to the 

action point; two (6.67%) students responded to the action with conditions; and 

two (6.67%) vignettes were incomplete. All students in this group completed 

the mid-test vignettes. Findings indicated that 23 (76 .67%) students 

demonstrated reporting knowledge; five (16.67%) students did not refer to 

report in the vignette response; and two (6.67%) students responded to the 

action point with conditions. Clear knowledge development regarding reporting 

procedures in education settings was demonstrated by 24 (80%) students in the 

post-test vignette ; three (10%) students did not refer to the action point; and 

three (10%) students referred to report with conditions. 

An example from the ECS group was provided by Student Code 41. There was 

no clear evidence of a confirmed report in the pre-test vignette. The student 

stated that the child 's change in behaviour would be 'mentioned' to the class 

teacher and they would 'continue to watch Mary's behaviour' ; however, these 

statements imply that the first course of action this student would take would be 

to observe before considering reporting. Additionally, there was no evidence to 

suggest that the class teacher was the designated person for child protection: 

Student Code 41 Pre-test 
I would continue to watch Mary's behaviour and look for any more changes. I 
would also mention to her class teacher that there is a change in her behaviour. 

More information was provided at mid-test; however the report was still not 

clear. This was demonstrated by the statements 'take further action' after 

'continued observations' of the child and there was no evidence of reporting 

what the child stated. This vignette suggested a tendency to under-report since 

there was no evidence of reporting but there was evidence of recognise and 

respond , demonstrated by the first two lines in the vignette response: 

Student Code 41 mid-test 
Firstly I would reassure Mary that I would not do anything to hurt her. Then I 
would ask her to explain what she meant by saying that. If she does not 
respond , I will continue to observe her behaviour and then take further action. 
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The post-test vignette indicated clear reporting knowledge: 

Student Code 41 post-test 
Reassure Mary you are not going to harm her in any way but tell her you will try 
to solve her problem without making any promises. You would then inform the 
designated person for pastoral care of your concern. 

7.4.3 BEd Primary Group 

All students from this group completed the vignette at all three test stages. 

Findings from the pre-test vignette indicated that 46 (64.79%) students 

demonstrated working knowledge of action point report; ten (14.08%) students 

did not make a report; and 15 (21 .12%) students made a report with conditions. 

The mid-test vignette indicated that 63 (88.73%) students scored correctly for 

this action point; five (7.04%) student did not make a report; and three (4.22%) 

students made a report with conditions. Knowledge development for this group 

is indicated in post-test vignettes: 68 (95.78%) students made a confirmed 

report and three (4.22%) students made a report with conditions. 

An example from the BEd Primary group was provided by Student Code 114. 

The pre-test vignette indicated a tendency to over-report, demonstrated by the 

excessive questioning and asking the child to repeat everything . This 

suggested a lack of recognise and respond knowledge. The report was made 

directly to 'Social Services' and although this action point was given a correct 

score, it demonstrated lack of knowledge related to internal reporting 

procedures in an educational setting: 

Student Code 114 pre-test 
Reassure the child . Ask what she means? Ask why is she sad? Ask why is 
she sore? What happens at home? How long has it been going on? Ask her 
to repeat everything to ensure you have the details correct. Refer to social 
services. 

The mid-test vignette included less questioning and there was evidence of 

knowledge development related to recognise and respond, demonstrated by the 

statements 'comfort and reassure the child ' and 'use prompting questions but 

don't get them to repeat it' . The vignette response suggested a tendency to 

under-report since reference to a report was made with conditions i.e. 'if 

concerned': 
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Student Code 114 mid-test 
Comfort and reassure the child. Ask them to explain what they mean. Use 
prompting questions but don't get them to repeat it. If concerned , speak to 
someone who deals with this. 

At post-test, there was evidence of knowledge development regarding a 

confirmed report to the designated person: 

Student 114 post-test 
Reassure the child that you believe them and let them tell you what's wrong. 
Report it to the deSignated person. Continually monitor child's behaviour. 

7.4.4 BEd Post- primary Group 

Findings from the pre-test vignette for this group indicated that seven (33.33%) 

students made a confirmed report; five (23.81 %) students made a report with 

conditions; and five (23.81 %) students did not refer to the action point in the 

vignette response. Four (19.05%) vignettes were incomplete. The mid-test 

vignette indicated that 11 (52.38%) students made a confirmed report; three 

(14.28%) students did not refer to the action point; and one (4.76%) student 

made a report with conditions. Six (28.57%) vignettes were incomplete. 

Knowledge development for this group was indicated in post-test vignettes: all 

students who completed the vignette made a confirmed report (n=17, 80.95%). 

Four (19.05%) vignettes were incomplete. 

An example from the BEd Post-primary group was provided by Student Code 

133. There was no evidence of reporting knowledge in the pre-test vignette: 

Student Code 133 pre-test 
Ask who she's talking about and what happens. Say is the bruise sore. Ask 
where she got the bruise from. 

There was more information detailed in the mid-test vignette; however there 

was no evidence of a confirmed report. There was evidence of recognise and 

respond , demonstrated by the statement 'Gently probe them to talk'. The 

reference to a report was made with conditions i.e. 'I may need to talk to 

another adult' : 
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Student Code 133 mid-test 
I would ask the child why they are sore and upset. Gently probe them to talk 
while writing down exactly what they say in their own words. I would then tell 
them I may need to talk to another adult about it but no other pupils will find out. 

The post-test vignette demonstrated a clear confirmed report , demonstrated by 

the statement 'need to tell another person': 

Student Code 133 post-test 
Obtain a notebook for written record. Take her to the side and ask another 
member of staff to be present if possible. Gently ask her what she means. 
Record the info maintained. Explain need to tell another person but that you 
hope you can help. Talk to the designated person asap. 

Correct scores for the action point at three tests for all groups can be seen at 

Figure 7.3. 
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Figure 7.3: Correct Responses for Vignette Action Point Report for All Groups 
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7.5 ACTION POINT RECORD AND/OR OBSERVES 

Guidelines issued by the Department of Education, Northern Ireland state that 

'any comment by a child about how an injury occurred should be written down 

as soon as possible afterwards, preferably quoting words actually used' (DENI, 

1999, p15) . The importance of observations is also clear in the Northern Ireland 

Revised Curriculum (CCEA, 2007a) and in the curricula guidelines for pre

school education (DE et aI, 2006). This action point had two elements, record 

and observes, and refers to how the student demonstrated their knowledge 

regarding the importance of observing children and recording appropriate 

information. The action point was not compulsory and scoring was either 

correct or incorrect. A correct score was given if one or both of the elements 

were included in the vignette response, i.e. record or observes, record and 

observes. An incorrect score was given when there was no evidence of either 

record or observes in the vignette response. 

The pre-test vignette aggregate (n=142) scores for this action point revealed 

that 19 (13.38%) students demonstrated knowledge of record only; 16 (11.27%) 

students demonstrated knowledge of observe only; and six (4.23%) students 

demonstrated knowledge of both . The number of correct pre-test scores for the 

action point was 41 (28.87%). The mid-test vignette scores revealed that 22 

(15.49%) students demonstrated knowledge of record only; 25 (17.61 %) 

students demonstrated knowledge of observes only; and four (2.82%) students 

demonstrated knowledge of both . The number of correct mid-test scores for the 

action point was 51 (35.92%) . The post-test vignette scores revealed that 38 

(26.76%) students demonstrated knowledge of record only; 27 (19.01 %) 

students demonstrated knowledge of observes only; and 15 (10.56%) students 

demonstrated knowledge of both . The number of correct post-test scores for 

the action point was 80 (56.34%) . The aggregate scores for action point record 

and/or observes can be seen at Table 7.4. 
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Table 7.4 Pre-test, Mid-test and Post-test Vignette Scores for Action Point 

Record and/or Observes 

Pre-test Mid-test Post-test 

N-142 Frequency Percent Frequency Percent Frequency Percent 

Correct 41 28.87 51 35.93 80 56.34 

Incorrect 95 66.90 77 54.22 56 39.43 

Incomplete 6 4.23 14 9.86 6 4.23 

TOTAL 142 100 142 100 142 100 

7.5.1 H&L Group 

All students from this group completed the pre-test vignette. Findings indicated 

that one (5%) student demonstrated recording knowledge and four (20%) 

students' demonstrated observations knowledge. In total, five (25%) students 

demonstrated pre-test knowledge of this action point and 15 (75%) students did 

not include the action point in the vignette response. The mid-test vignettes 

indicated that two (10%) students demonstrated recording knowledge and one 

(5%) student demonstrated observations knowledge. In total, three (15%) 

students demonstrated mid-test knowledge of this action point. Nine (45%) 

students did not include the action point in the vignette response and eight 

(40%) vignettes were incomplete. Knowledge development for this group was 

indicated in post-test vignettes: six (30%) students recorded the information; 

three (15%) students observed the child; and five (25%) students did both. In 

total , 14 (70%) students demonstrated post-test kncwledge of this action point. 

Four (20%) students did not include the action point in the vignette response 

and two (10%) vignettes were incomplete. 

An example from the H&L group was provided by Student Code 15. The pre

test vignette was correct for the action point element observes, demonstrated 

by the statement 'continue to monitor her behaviour': 

Student Code 15 Pre-test 
Talk with Mary and try to find out what is upsetting her and why she is sore. Do 
this is a reasoning and sensitive way. Continue to monitor her behaviour 
looking for any more changes. Express concern to a designated person. 
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Student Code 15 did not complete the post-test vignette; however the mid-test 

vignette indicated knowledge related to both record and observes, 

demonstrated through the statement 'keep a log book of the child's behaviour 

and be aware of any other bruising' : 

Student Code 15 Mid-test 
In this case I would talk with Mary and re-assure her that I was not going to hurt 
her. I would ask sensitively how she got the bruises, assuming she fails to 
disclose the info I would report the incident immediately to pastoral care advisor 
and be involved in any investigations. I would also keep a log book of the 
child 's behaviour and be aware of any other bruising, so this can be used at a 
court hearing . 

7.5.2 ECS Group 

Findings from the pre-test vignette indicated that three (10%) students 

demonstrated recording knowledge; four (13.33%) students demonstrated 

observations knowledge; three (10%) students demonstrated knowledge of 

both ; and 18 (60%) students did not include this action point in the vignette 

response. Two (6.67%) vignettes were incomplete. In total, ten (33.33%) 

students demonstrated knowledge of the action point. All students completed 

the mid-test vignette. Findings indicated that nine (30%) students demonstrated 

recording knowledge; four (13.33%) students demonstrated observations 

knowledge; one (3.33%) student recorded the information and observed the 

child ; and 16 (53.34%) students did not include this action point in the vignette 

response. In total , 14 (46.66%) students demonstrated knowledge of the action 

point. Knowledge development for this group was indicated in the post-test 

vignettes: 12 (40.01 %) students recorded the information and four (13.33%) 

students observed the child . In total , 16 (53 .34%) students demonstrated post

test knowledge of this action point and 14 (46.66%) students did not include the 

action point in the vignette response. 

An example from the ECS group was provided by Student Code 33. The pre

test vignette was correct for the action point element observes, demonstrated 

by the statement 'keep close eye on Mary for any other signs' . There was no 

evidence of action point element record ; however the action point was correct 

since one element was included : 
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Student Code 33 pre-test 
Speak to Head teacher/principal. Tell her details of situation . Keep close eye 
on Mary for any other signs. 

The mid-test vignette also indicated knowledge of observes. The action point 

element record was included in the vignette response; however it appeared to 

be included with conditions, demonstrated by the statement 'If she 

discloses ... take a note'. The student received a correct score for the action 

point since one element, observes, was in evidence: 

Student Code 33 mid-test 
Ask her if there is anything wrong/anything she wants to tell you . Ask her who 
she is talking about. If she discloses any information regarding abuse, tell her 
you have to tell someone else and take a note. Get advice from the designated 
person. 

Both action point elements were demonstrated in the post-test vignette. Record 

was demonstrated by the statement' ... take notes' and observes was 

demonstrated by the statement' ... then monitor the child's behaviour': 

Student Code 33 post-test 
Take the child to a quiet area and ask her what she means. Listen to what she 
says and if she discloses anymore information then tell her you will have to tell 
another adult that might be able to help. You then take notes and tell the 
designated person within the setting. If the child will not disclose anymore 
information, you mention this to the designated person then monitor the child's 
behaviour. 

7.5.3 BEd Primary Group 

All students from this group completed the vignette at all three test stages. 

Findings from the pre-test vignette indicated that 13 (18.31 %) students 

demonstrated knowledge of record; six (8.45%) students demonstrated 

knowledge of observes; two (2.82%) students demonstrated knowledge of both; 

and 50 (70.42%) students did not include the action point in the vignette 

response. In total, 21 (29.58%) students demonstrated pre-test knowledge of 

this action point. The mid-test vignettes indicated that eight (11.27%) students 

demonstrated knowledge of record; 18 (25.35%) students demonstrated 

knowledge of observes; two (2.82%) students demonstrated knowledge of both; 

and 43 (60.56%) students did not include the action point in the vignette 

response. In total , 28 (39.44%) students demonstrated mid-test knowledge of 
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the action point. Knowledge development for this group was indicated in the 

post-test vignettes: 14 (19 .72%) students recorded the information ; 17 (23.94%) 

students observed the child; and five (7.04%) students did both . The number of 

students who did not include the action point in the vignette response had 

decreased to 35 (49.30%) . In total, 36 (50.70%) students demonstrated post

test knowledge of this action point. 

An example from the BEd Primary group was provided by Student Code 71. 

The pre-test vignette response indicated knowledge of record , demonstrated by 

the statement 'Keep a note of exactly what Mary says'. There was no evidence 

of action point element observes; however the action point was correct since 

one element had been included: 

Student Code 71 pre-test 
Keep a note of exactly what Mary says. Make her aware that I will have to pass 
on the information to another adult to get her help. 

The mid-test vignette response indicated knowledge of record , demonstrated by 

the statement 'Record all that is said' . There was no evidence of observes. 

The action point was correct, since one element was included : 

Student Code 71 mid-test 
Tell her you may have to tell another adult. Ask if she is ok but no further 
questions. Record all that is said and report to head of year. 

Knowledge development in recording and observations was evident in the post

test vignette , demonstrated by the statements 'Record everything that is said' 

and 'Keep a note of other displays of behaviour': 

Student Code 71 post-test 
Tell her you will have to tell another adult. Ask if she is ok but don't push with 
lots of questions. Try to reassure her that you are there to do what you can and 
that you believe her. Record everything that is said and report to head of year. 
Keep a note of any other displays of behaviour in case something else is wrong . 

7.5.4 BEd Post-primary Group 

Findings from the pre-test vignettes indicated that two (9.52%) students 

demonstrated knowledge of record ; two (9.52%) students demonstrated 

knowledge of observes; one (4 .76%) student demonstrated knowledge of both; 

and 12 (57.14%) students did not include the action point in the vignette 
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response. Four (19.05%) vignettes were incomplete. In total , five (23.81 %) 

students demonstrated pre-test knowledge of this action point. The mid-test 

vignettes indicated that three (14.28%) students demonstrated knowledge of 

record ; two (9.52%) students demonstrated knowledge of observes; one 

(4 .76%) student demonstrated knowledge of both ; and nine (42 .86%) students 

did not include the action point in the vignette response. In total , six (28.57%) 

students demonstrated mid-test knowledge of this action point. Knowledge 

development for this group was indicated in the post-test vignettes: six (28 .57%) 

students recorded the information; three (14.28%) students observed the child ; 

and five (23.81%) students did both . In total, 14 (66.67%) students 

demonstrated post-test knowledge of the action point. Three (14 .28%) students 

did not include the action point in the vignette response and four (19.05%) 

vignettes were incomplete. 

An example from the BEd Post Primary group was provided by Student Code 

139. There was no evidence of the action point: 

Student Code 139 pre-test 
Report the situation to a senior member for advice. 

The mid-test vignette was more detailed; however there was no evidence of the 

action point record and/or observe: 

Student Code139 mid-test 
Ask her for more details. Try to get Mary to expand on what she has just said 
because evidence is important. I would tell her that if she is being abused or a 
particular abuse is suspected then I would have to inform someone else. I 
would then tell the teacher that needs told. 

The post-test vignette indicated observations knowledge, demonstrated by the 

statement 'Continue to analyse Mary's behaviour in all my classes'. There was 

no evidence of recording knowledge; however the action point was correct since 

one element was in evidence: 

Student Code 139 post-test 
Comfort her first then listen to Mary to find more information without pushing for 
it. Refer the issue to a designated person when the class is over. Continue to 
analyse Mary's behaviour in all my classes. Be available to give any 
information to other agencies if required for further investigations. 
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Figure 7.4 illustrates the correct group scores for the vignette action point. 
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7.6 CHAPTER SUMMARY 

Descriptive analysis, based on the findings from the vignette at three tests, 

revealed that student educators' knowledge increased for all four action points . 

While it is a matter for individual institutions to determine appropriate child 

protection coverage in pre-service education, the students in this study 

demonstrated the 'minimum criteria governing all courses of initial teacher 

education ' in Northern Ireland (DENI , 1999, p38). These were related to 

recognising and responding to a child protection concern in an educational 

setting ; if and how educators informed a child of the internal reporting 

procedures; reporting responsibilities; and recording information and the 

importance of continued observations of children . 

The trend towards the number of correct scores regarding recognise and 

respond increased for all four groups between pre-test and post-test; however, 

the BEd Post-primary group did not increase their group percentage score 

between pre-test and mid-test. Perhaps more importantly, the number of 

inaccurate or inappropriate responses reduced between the three tests , 

especially when DENI (1999, p14) is clear that educators must 'not ask the child 

leading questions, as this can later be interpreted as putting ideas into the 

child 's mind '. This suggests that student educators' knowledge regarding 

recognising a concern and responding appropriately to children in an 

educational setting had increased after participation in the programme. 

All student groups increased their correct score between pre-test and post-test 

for action point inform. The BEd Post-primary group did not increase their 

percentage score between pre-test and mid-test; however, like the other three 

groups, they had an increased number of correct scores at post-test. None of 

the students in the H&L group provided a response with conditions. 

Interestingly, the other three groups increased the number of responses with 

conditions, which were incorrect, between pre-test and mid-test; these 

decreased at post-test. Despite these slight differences between groups, the 

number of correct scores for action point inform increased after participating in 
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the programme, suggesting that student educators' knowledge in relation to 

informing children of the internal reporting procedures had developed . 

Significantly, compared to the other three action points, action point report was 

responded to correctly by more students at all three tests . Consistent with 

previous research (Webster et aI, 2005), some pre-test vignette responses 

suggested a tendency to over-report, i.e. there was a demonstrated knowledge 

of reporting responsibilities but a lack of knowledge in relation to recognising a 

concern and responding to children. Alternatively, some responses suggested 

a tendency to under-report, i.e. there was a demonstrated knowledge of 

recognising a concern and responding to children but a lack of knowledge 

regarding reporting responsibilities. The post-test vignettes suggested that 

student educators' knowledge regarding their reporting responsibility was 

mostly equal to knowledge of recognising a concern and responding to children 

appropriately. 

All groups increased the number of correct scores for action point record and 

observes between pre-test and post-test. However, there did not appear to be 

any knowledge difference between record and observes; scores were varied 

between groups and at different stages. None of the groups demonstrated 

clear knowledge of both , indicating a need for further training to improve their 

knowledge and understanding of this Department of Education requirement 

(DENI , 1999). Despite these variations in group scores, the overall increase in 

correct scores for the action point suggests knowledge development of 

recording information and the importance of continued observations of children. 

Furthermore, the action point was not compulsory; therefore some students 

may have received a correct score in the overall vignette response even though 

they were unable to fully demonstrate knowledge of the action point. This is 

discussed further in the chapter to follow. 
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CHAPTER 8: FINDINGS FROM THE VIGNETTE PART TWO 

8.1 INTRODUCTION 

This chapter combines the four vignette action point scores into one vignette 

score. All vignettes were individually scored (n=426) based on the four action 

points analysed in the preceding chapter. These data were then used to 

analyse (1) group scores between three tests and (2) aggregate scores 

between three tests . This chapter reports the findings for each group and 

provides vignette examples to demonstrate (1) how the vignette was scored and 

(2) student educators' knowledge development between three tests . The final 

section of this chapter reports the findings of the vignette in relation to the 

aggregate group (n=142) scores at three tests. 

8.2 STUDENT EDUCATORS' KNOWLEDGE DEVELOPMENT 

This section of the chapter reports the findings from the vignette for student 

groups. It has four subsections, one for each student group, and (1) reports 

group vignette scores between three tests and (2) provides a vignette at three 

tests to demonstrate knowledge development. The vignette responses are 

presented in full and indicate whether students demonstrated: knowledge of 

recognising and responding to a concern; if and how the child was informed of 

the internal reporting procedures in an educational setting ; reporting 

responsibilities ; and the importance of recording information and continued 

observations of children. 

8.2.1 H&L Group 

All students (n=20) in this group completed the pre-test vignette . Findings 

indicated that six (30%) students demonstrated basic knowledge and 14 (70%) 

students demonstrated limited knowledge. The mid-test vignette indicated that 

one (5%) student demonstrated core knowledge; seven (35%) students 

demonstrated basic knowledge; and four (20%) students demonstrated limited 

knowledge. Eight (40%) vignettes were incomplete. Knowledge development 

was evidenced at post-test: eight (40%) students demonstrated core 
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knowledge; six (30%) students demonstrated basic knowledge; and four (20%) 

students demonstrated limited knowledge. Two (10%) vignettes were 

incomplete. Combining the two correct scores i.e. core knowledge (score 1) and 

basic knowledge (score 2), the number of correct vignette scores for the H&L 

group increased between pre-test (n=6, 30%), mid-test (n=8, 40%) and post

test (n=14, 70%). Vignette scores for the H&L group can be seen at Table 8.1. 

Table 8.1 Vignette Scores for H&L Group at Three Tests 

Group H&L Group 

Test Pre-test Mid-test Post-test 

N=20 Frequency Percent Frequency Percent Frequency Percent 

Core (1) 0 0 1 5.00 8 40.00 

Basic (2) 6 30.00 7 35.00 6 30.00 

Limited (3) 14 70.00 4 20.00 4 20.00 

Incomplete 0 0 8 40.00 2 10.00 

TOTAL 20 100 20 100 20 100 

An example from the H&L group was provided by Student Code 7. The pre-test 

vignette indicated that key words were included such as 'report' and 'referral to 

social services', associated with compulsory action point report, and 'close eye', 

which was feasibly associated with observes. However, further analysis 

revealed that there was no clear knowledge of any of the action points. First, 

the immediate response to this vignette situation should have been to recognise 

the concern and respond directly to the child. There was no evidence of 

knowledge related to compulsory action point recognise and respond. Second, 

there was no evidence that the child was informed that a report would be made 

to the designated person in the educational setting. Third, although a correct 

score was given for action point record and observes, since one element was 

evidenced in the vignette response, the action point was in the incorrect order, 

i.e. there should have been evidence of the first action point recognise and 

respond. Finally, there was no evidence of a confirmed report to the designated 

person in the setting. The indication that a report was made appeared to be 
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with conditions, demonstrated by the statement 'but only if I was still 

concerned '. Thus, an incorrect score for the vignette (3) was given since both 

compulsory action points report and recognise and respond were missing: 

Student Code 7 pre-test 
I'd keep a close eye on the child first , and then talk to her mum. Then I'd 
Report to the principal of the school but only if I was still concerned , in case 
they need to make a referral to social services. 

The mid-test vignette included more detail and more importantly, accurate 

information. First, action point recognise and respond was demonstrated in the 

first two lines of the vignette response, e.g . 'Try and comfort the child' and 'don't 

force or probe for an answer' and 'let the child talk and listen attentively'. 

Second, action point inform was demonstrated by the statement 'Tell the child 

you will have to speak to someone else'. The word 'will ' indicated that the child 

was being informed of the confirmed reporting procedures in the educational 

setting ; there were no conditions. Third , a clear, confirmed report was 

demonstrated by the statement 'talk to the child protection officer' . The only 

action point that was not demonstrated was record and observes; thus there 

was evidence of basic knowledge (score 2) : 

Student Code 7 mid-test 
Try and comfort the chid . Ask them why they are crying but don't force or probe 
for answer. Let the child talk and listen attentively. Tell the child you will have 
to speak to someone else. When the child has gone, talk to the child protection 
officer. 

A more detailed response was provided at post-test, including a record of the 

situation , even though observes was still not demonstrated. This response 

received a full score (1) because knowledge of all, or parts of all , four action 

points was noted, i.e. recognise and respond , inform, report and record: 

Student Code 7 post-test 
Listen to the child attentively and try to calm her down but don't probe for 
answers . Make the child aware that you can 't offer 100% confidentiality and 
you will have to tell someone else. When child has settled down or gone home, 
write all notes down in a Record book and Report it to the child protection 
officer and then let them deal with it from there. 
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8.2.2 ECS Group 

Findings from the pre-test vignette indicated that one (3.33%) student 

demonstrated core knowledge; 13 (43.33%) students demonstrated basic 

knowledge; and 14 (46.67%) students demonstrated limited knowledge. Two 

(6 .67%) pre-test vignettes were incomplete. The mid-test vignette indicated that 

four (13.33%) students demonstrated core knowledge; 16 (53.33%) students 

demonstrated basic knowledge; and ten (33.33%) students demonstrated 

limited knowledge. All mid-test vignettes were complete. Knowledge 

development for this group was indicated at post-test: ten (33.33%) students 

demonstrated core knowledge; 15 (50%) students demonstrated basic 

knowledge; and five (16.67%) students demonstrated limited knowledge. 

Combining the two correct scores, i.e. core knowledge and basic knowledge, 

the number of correct vignettes for ECS group increased between pre-test 

(n=14 , 46 .66%) , mid-test (n=20 , 66 .67%) and post-test (n=25, 83.33%) . 

Vignette scores for the ECS group can be seen at Table 8.2. 

Table 8.2 Vignette Scores for ECS Group at Three Tests 

Group ECS Group 

Test Pre-test Mid-test Post-test 

N=30 Frequency Percent Frequency Percent Frequency Percent 

Core (1) 1 3.33 4 13.33 10 33.33 

Basic (2) 13 43.33 16 53.33 15 50.00 

Limited (3) 14 46.67 10 33.33 5 16.67 

Incomplete 2 6.67 0 0 0 0 

TOTAL 30 100 30 100 30 100 

An example from the ECS group was provided by Student Code 43. The pre

test vignette demonstrated some action points but not all. First, knowledge 

related to compulsory action point recognise and respond was demonstrated in 

the first line of the vignette response, i.e. 'Ask if she wants to talk about it. Calm 

her down and comfort the child '. There was evidence of knowledge related to 

the second action point inform since the child was told that 'you can't promise to 

keep what she tells you a secret' . There was no evidence of knowledge related 
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to action point record and observes. Knowledge related to compulsory action 

report is not clear. On the one hand, it could be suggested that a report was 

made since the student informed the child that 'you can't promise to keep what 

she tells you a secret'. However, there was no evidence of who might be 

informed of the information implying that a report, if it was made, may have 

been made to an inappropriate person, e.g. friend, family member or another 

educator not deSignated to child protection. Referring to the scoring system 

and to ensure consistency with all vignettes, the vignette was given an incorrect 

score (3) since one compulsory action point, report, was not demonstrated fully 

and clearly: 

Student Code 43 pre-test 
Ask if she wants to talk about it. Calm her down and comfort the child . Tell her 
that you can 't promise to keep what she tells you a secret. 

There appeared to be no knowledge development in the mid-test vignette , even 

though the first compulsory action point recognise and respond was 

demonstrated. Using words like 'tell her that she can talk to you', 'don't 

pressurise her' and 'try to calm her down' demonstrated knowledge of 

recognising a concern and responding directly to a child ; therefore compulsory 

action point recognise and respond was correct. A record of the situation was 

demonstrated by the statement 'then write it down'; however there was no 

evidence of a clear confirmed report and the action point inform was referred to 

with conditions. These two points were demonstrated by the statement 'you 

may have to tell someone else'. Since one compulsory action point was not 

demonstrated, the mid-test vignette was given an incorrect score (3): 

Student Code 43 mid-test 
Tell her that she can talk to you but don't put words in her mouth, don't 
pressurise her. Try to calm her down. Tell her that you may have to tell 
someone else then write it down ... everything she tells you . 

The response provided in the post-test vignette was correct (1) since all key 

action points were included. This time the student clearly recognised the 

concern and presented a detailed response to the child , using words like 

'reassure', 'calm', 'open up'. In addition , the student Informed the child that they 

will 'have to tell someone else'. A record of events was taken and a clear report 

211 



was made to the appropriate person in school, the designated child protection 

teacher. The post-test vignette demonstrated core knowledge of recognising a 

concern and responding to a child, informing a child of the internal reporting 

procedures, reporting responsibilities and recording information: 

Student Code 43 post-test 
Reassure her that you aren 't going to take her away. Try to get her to calm 
down by gently talking to her. Try and get her to open up to what has been 
happening to her but make sure that she is aware that you have to tell someone 
else. Write down what she says and don't ask leading questions or 'put words 
in her mouth '. Talk to the designated child protection teacher and pass 
information on to social services as required . 

8.2.3 BEd Primary Group 

This group completed the vignette at all three tests. Findings from the pre-test 

vignette indicated that one (1.41 %) student demonstrated core knowledge; 20 

(28.17%) students demonstrated basic knowledge; and 50 (70.42%) students 

demonstrated limited or no knowledge. The mid-test vignettes indicated that 

two (2.82%) students demonstrated core knowledge; 52 (73.24%) students 

demonstrated basic knowledge; and 17 (23.94%) students demonstrated limited 

or no knowledge. Knowledge development for this group was indicated at post

test: 18 (25.35%) students demonstrated core knowledge; 47 (66.20%) students 

demonstrated basic knowledge; and six (8.45%) students demonstrated limited 

or no knowledge. 

Combining the two correct vignette scores i.e. core knowledge and basic 

knowledge, the number of correct vignette scores for this group increased 

between pre-test (n=21, 29.58%), mid-test (n=54, 76.06%) and post-test (n=65, 

91 .55%) . Vignette scores for this group can be seen at Table 8.3. 
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Table 8.3 Vignette Score for BEd Primary Group at Three Tests 

Group BEd Primary Group . 
Test Pre-test Mid-test Post-test 

N=71 Frequency Percent Frequency Percent Frequency Percent 

Core (1) 1 1.41 2 2.82 18 25.35 

Basic (2) 20 28.17 52 73.24 47 66.20 

Limited (3) 50 70.42 17 23.94 6 8.45 

Incomplete 0 0 0 0 0 0 

TOTAL 71 100 71 100 71 100 

Another example of knowledge development from the BEd Primary group was 

provided by Student Code 64. The pre-test vignette indicated that knowledge 

related to compulsory action point recognise and respond required 

development, demonstrated by all statements in the vignette response. These 

were related to asking the child for information suggesting excessive 

questioning rather than recognising a concern and responding appropriately to 

a child. There was no evidence of knowledge related to any other action point; 

thus this vignette demonstrated limited or no knowledge and was given an 

incorrect (3) score: 

Student Code 64 pre-test 
Tell Mary that it's ok. Ask her what is wrong . What did she mean when she 
said 'I'm scared ... '. Get her to talk to me. Get her to talk and tell me what's 
wrong . Get the information. 

In comparison , the mid-test response appeared to demonstrate knowledge 

related to action point recognise and respond more appropriately, demonstrated 

by statements 'be sensitive', 'believe what she tells you' and 'take into account 

her welfare'. There was evidence of the action point report via the action point 

inform, i.e. 'Make her aware that I will have to tell someone about the situation'; 

however there was no evidence of who the report would be made to in the 

vignette response. This suggests that a report, if it was made, may have been 

made to an inappropriate person e.g. friend, family member or another educator 

not designated to child protection. While it was feasible to give a correct score 

when the action point report was demonstrated via another action point, the 
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vignette response had to indicate who the report was made to; thus the 

compulsory action point report was not fully demonstrated. There was no 

evidence of action point record and/or observes. This action point was not a 

compulsory action point and as already explained in the preceding chapter, a 

student could receive a correct vignette score even without evidence of 

knowledge related to the action point. In this case, the mid-test vignette did not 

demonstrate both compulsory action points clearly and was given an incorrect 

score (3): 

Student Code 64 mid-test 
This is a child disclosing information, probably for the first time so be sensitive 
and believe what she tells you. Make her aware that I will have to tell someone 
about the situation. Take into account her welfare. 

The post-test vignette indicated core knowledge development between the 

tests . There was evidence of all four action points, including the two 

compulsory action points recognise and respond and a confirmed report to 'the 

designated person' . The vignette response also indicated knowledge of 

observations, demonstrated by the statement 'Observe Mary to see if anything 

else happens'. Although the element record was not present in the action point 

record and/or observes, the post-test vignette was given a correct score (1) 

since it demonstrated core knowledge of all four action points: 

Student Code 64 post-test 
Clearly the child is disclosing so answer her questions and listen carefully to all 
she says. Try to calm her down and reassure her that she done the right thing. 
You need to let her know that someone else needs to be told but be aware of 
her welfare when telling her. Report to the designated person then observe 
Mary to see if anything else happens. 

8.2.4 BEd Post-primary Group 

Findings from the pre-test vignette indicated that one (4.76%) student 

demonstrated core knowledge; two (9.52%) students demonstrated basic 

knowledge; and 14 (66.67%) students demonstrated limited or no knowledge. 

Four (19.05%) vignettes were incomplete. The mid-test vignettes indicated that 

one (4.76%) student demonstrated core knowledge; four (19.05%) students 

demonstrated basic knowledge; and ten (47.62%) students demonstrated 

limited or no knowledge. Six (28.57%) vignettes were incomplete. Knowledge 
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development for this group was indicated at post-test: six (28.57%) students 

demonstrated core knowledge; ten (47.62%) students demonstrated basic 

knowledge; and one (4.76%) students demonstrated limited or no knowledge. 

Four (19.05%) vignettes were incomplete. Combining the correct vignette 

scores, i.e. core knowledge and basic knowledge, the number of correct 

vignette scores increased for this group between pre-test (n=3, 14.28%), mid

test (n=5, 23.81 %) and post-test (n=16, 76.19%). Vignette scores for this group 

can be seen at Table 8.4. 

Table 8.4 Vignette Scores for BEd Post-primary at Three Tests 

Group BEd Post-primary Group 

Test Pre-test Mid-test Post-test 

N=21 Frequency Percent Frequency Percent Frequency Percent 

Core (1) 1 4.76 1 4.76 6 28.57 

Basic (2) 2 9.52 4 19.05 10 47.62 

Limited (3) 14 66.67 10 47.62 1 4.76 

Incomplete 4 19.05 6 28.57 4 19.05 

TOTAL 21 100 21 100 21 100 

A final example of clear progression in all action points was taken from the BEd 

Post-primary group Student Code 138. At pre-test, the vignette response 

indicated an inappropriate response to the child, demonstrated by the statement 

'reassure everything is kept secret'. There was evidence of a confirmed report 

to the 'head teacher', even though there was no indication that the head teacher 

was the designated person. No other information was included in the vignette 

response; thus an incorrect (3) score was given: 

Student Code 138 pre-test 
I would reassure everything is kept secret. Contact head teacher. 

There was evidence of progression at mid-test in terms of response since the 

comment 'reassure child that she is believed' indicated recognise and the 

immediate response was to the needs of child i.e. 'calm her down'. Inaccurate 

information was removed because there was no promise of 'kept secrets' this 
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time. In addition , the report was made to an appropriate person and a record of 

events was taken . There was evidence of the two compulsory action points 

recognise and respcrnd and report plus one other element of an action point, 

namely record. This vignette may have been short but it demonstrated core 

knowledge; thus a correct score (1) was given: 

Student Code 138 mid-test 
Reassure child that she is believed and calm her down somehow. I'd report it 
to the pastoral care person then record everything that happens. 

The information provided was also correct (1) at post-test since the vignette 

response indicated recognition of the concern demonstrated by the statement 

'it's not good to let her talk about this in front of other children '. There was 

evidence of an appropriate response to the child e.g . 'let her tell you all about 

what's wrong if she's ok with it' . The vignette response also demonstrated 

knowledge regarding action point inform, and a clear confirmed report was 

made to the 'designated person'. In addition, the student included both 

observes and record. The vignette demonstrated core knowledge and was 

given a correct (1) score: 

Student Code 138 post-test 
If you take her into another room, keep the door open but it's not good to let her 
talk about this in front of other children. Tell her that you will have to pass the 
information on but let her tell you all about what's wrong if she's ok with it. 
Observe her body language and communication when talking to you and 
remember it all. Make a written record including dates and info given. Tell 
designated person. Continue to observe child and their behaviour. Observe 
and record any new marks or bruises. 

8.3 THE AGGREGATE GROUP 

This chapter concludes by reporting the aggregate group (n=142) scores at 

three tests and demonstrates student educators' knowledge development 

following participation in a pre-service child protection training programme. The 

scoring system used was based on relevant government guidance (e.g. DENI, 

1999) and relevant legislation (e.g. Children (NI) Order 1995), and was used 

consistently for all vignettes at three tests (n=426). 

Findings from the pre-test vignette indicated that three (2.11 %) students 

demonstrated core knowledge; 41 (28.87%) students demonstrated basic 
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knowledge; and 92 (64.78%) students demonstrated limited or no knowledge. 

Six (4 .23%) pre-test vignettes were incomplete. Combining the correct vignette 

scores, i.e. core knowledge (score 1) and basic knowledge (score 2), the 

number of correct scores for student educators at pre-test was 44 (30.99%) . 

These data suggested that first year educators, on the whole , might not be 

prepared for their child protection responsibilities in an educational setting for 

two main reasons : lack of knowledge related to recognising a concern and 

responding to children , and lack of knowledge related to reporting 

responsibilities in an educational setting . A few students demonstrated 

knowledge of other child protection areas, as outlined in the examples in 

previous sections of this chapter and in the preceding chapter. Additionally a 

very small number of students demonstrated core knowledge, indicated in the 

pre-test vignette scores, prior to participating in the pre-service child protection 

training programme. 

The mid-test vignettes indicated that eight (5.63%) students demonstrated core 

knowledge; 79 (55.63%) students demonstrated basic knowledge; and 41 

(28.87%) students demonstrated limited or no knowledge. The number of 

incomplete vignettes was 14 (9.86%) . Combining the correct vignette scores, 

i.e. core knowledge and basic knowledge, the number of student educators who 

demonstrated knowledge related to reporting responsibilities in an educational 

setting , and recogn ising a concern and responding to a child appropriately, 

increased to 87 (61 .26%). These data were promising for two main reasons. 

First, train ing content related to the two compulsory action points was included 

during the first year of delivering the programme (cf. Chapter 5.6.1 and 

Appendix 5.4) to help prepare student educators for their school-based work 

and placement experiences, as stipulated in government guidelines (CC EA, 

2007b; DE et aI, 2006; DENI , 1999). These findings supported the need to 

continue with the programme to further develop student educators' knowledge 

in re lation to other core child abuse and neglect content. Second , the trend 

towards correct vignette scores suggested that student educators were 

developing their knowledge in relation to the two most important aspects of child 
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protection response - recognising a concern and responding to children , and 

having the knowledge to report this concern to an appropriate person in an 

educational setting . 

Knowledge development was indicated at post-test: 42 (29.58%) students 

demonstrated core knowledge; 78 (54.93%) students demonstrated basic 

knowledge; and the number of students who demonstrated limited or no 

knowledge had reduced to 16 (11.27%) . Six post-test vignettes were 

incomplete. Combining the two correct scores, i.e. core knowledge and basic 

knowledge, the number of correct vignette scores increased between pre-test 

(n=44, 30 .99%) , mid-test (n=87, 61.26%) and post-test (n=120, 84.50%). 

There was clear progression in terms of student educators' knowledge for two 

compulsory action points as well as other core child abuse and neglect 

knowledge areas, i.e. informing the child of the internal reporting procedures in 

educational settings, recording appropriate information and the importance of 

continued observations of children. The pre-test and mid-test vignettes 

demonstrated a tendency, for some students, to over-report, i.e. there was a 

demonstrated knowledge of reporting but a lack of knowledge of recognising a 

concern and responding to children ; or to under-report, i.e. there was a 

demonstrated knowledge of recognising a concern and responding to a child 

but a lack of knowledge of reporting . The post-test vignette scores indicated 

that more students demonstrated equal knowledge of the two compulsory action 

points compared to earlier tests. Vignette scores for the aggregate group can be 

seen at Table 8.5. 
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Table 8.5 Vignette Aggregate Scores at Three Tests 

Group Aggregate Group 

Test Pre-test Mid-test Post-test 

N=142 Frequency Percent Frequency Percent Frequency Percent 

Core (1) 3 2.12 8 5.63 42 29.57 

Basic (2) 41 28.87 79 55.63 78 54.93 

Limited (3) 92 64.78 41 28.87 16 11 .27 

Incomplete 6 4.23 14 9.86 6 4.23 

TOTAL 142 100 142 100 142 100 

Overall the trend towards correct vignette scores, either of core knowledge or 

basic knowledge, was indicated in the descriptive analysis reported in this 

chapter and the preceding chapter. The trend towards correct scores for 

individual groups and the aggregate group can be seen at Figure 8.1 . 
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8.4 CHAPTER SUMMARY 

This chapter has reported and examined student educators' child abuse and 

neglect knowledge obtained through vignette responses at three tests. This 

knowledge was related to four action points and has been analysed in 

theoretical frameworks as core childhood maltreatment knowledge (Walsh & 

Farrell , 2008) and identified in government guidance for education personnel 

(DENI , 1999; DfES, 2006; OFMDFM, 2009). These were in the context of an 

educational setting and included: recognising a concern and responding to 

children ; informing the child of the internal reporting procedures; appropriate 

reporting responsibilities; and recording information and the importance of 

continued observations of children. Overall , the findings revealed development 

in relation to all core content for the majority of student educators and more 

specifically, in relation to two key practice issues: recognising a concern and 

responding to children , and reporting responsibilities. 

The next two chapters (Chapter 9 and 10) of this thesis report the findings of 

student educators ' and experienced practitioners' perspectives on pre-service 

child protection training . These were obtained through focus group discussions. 

The findings from the data reported in Chapters 6 - 10 are then discussed in 

relation to the theoretical frameworks in Chapter 11 of this thesis. 
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CHAPTER 9: FINDINGS FROM THE STUDENT FOCUS GROUPS 

9.1 INTRODUCTION 

This chapter and the chapter to follow address the third research question by 

ascertaining the views of students and experienced practitioners regarding pre

service child protection training . This chapter outlines the findings from the 

student focus groups. The purpose of these was to provide an insight into 

students' self-perceived knowledge development following participation in the 

training programme to allow comparisons to be made with the CPQE findings, 

and to consider student educators' perspectives on programme involvement. 

Three focus group discussions with participants (H&L group, ECS group and 

BEd Post-primary and Primary group) were conducted in an effort to: 

• consider the CPQE findings ; 

• address, in-depth , the topic of child protection training ; and 

• refine the findings. 

For ease of understanding and clarity of purpose, the Pastoral Pathways Pre 

Service Child Protection Training Programme is referred to as 'the programme' 

hereafter. In addition , where information is presented [in square brackets] , this 

is to indicate when and how participant responses were clarified during the 

focus group discussions. 

9.2 THEMES AND PERSPECTIVES 

The structure of this section is based on key themes and perspectives arising 

from the discussions. The findings from the three groups are presented under 

the following headings: 

• Existing concerns 

• Knowledge development 

• Perspectives on training 

For the purpose of the focus group discussion, the preliminary pre- and post

test findings were summarised as follows : 
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• an overall collective increase in percentage score for the CPQE was 

achieved between pre- and post-test stages, with some slight differences 

between groups for individual questions; 

• an overall collective increase in percentage score was achieved for each 

of the six themes (named), with some slight differences between groups 

for different categories ; and 

• an overall collective increase in percentage score was achieved for the 

vignette. 

The overall acceptance of the findings was evident from the responses of each 

of the focus groups. There was general consensus among groups that the 

existing pre-service degree could not meet the training needs of students in 

relation to child abuse and neglect knowledge and that the pre-service child 

protection training programme should be integrated, as a compulsory element, 

into their curriculum. A number of other points were raised in relation to 

students' 'change in attitude' toward both child protection training and child 

abuse response in schools. Themes and perspectives are presented in three 

sections: existing concerns, knowledge development and training perspectives. 

9.2.1 Existing Concerns 

A number of concerns were raised by students in all groups. The ITE group 

agreed that too much emphasis in the existing undergraduate curriculum is 

placed on learning how to teach academic subjects rather than learning about 

the holistic well-being of children and young people. The lack of existing 

train ing and the lack of preparation for potential child abuse disclosure during 

school-based work were raised . Participants were of the opinion that children 

required teachers who possessed a thorough knowledge of holistic child 

development in its broadest sense, rather than on a subject specialism. This is 

demonstrated by one participant, who felt that: 

... children won 't be able to learn my subject [mathematics] anyway if they are 
traumatised or coming to school with complex issues so we [educators] need to 
learn about all that first. Children have a right to be protected first and it's 
probably going to be us who recognise it because we see children more than 
any other professional. 
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A similar comment was made by a participant in the H&L group: 

I don't think we would know anything about protecting children if we hadn 't done 
this course. I was shocked to find out about all the rights that children have but 
only got to learn about them in-depth in the programme. 

Some participants in the ECS group also voiced a degree of scepticism. The 

view was that participation in the programme helped develop their knowledge in 

a wide range of child abuse and neglect issues, otherwise they would have felt 

they were being encouraged to learn in a way that was 'almost unnatural' to 

them. This point is endorsed by one participant, who stated: 

If the training [the programme] is not made compulsory on this degree, I can 't 
see the benefits [of the degree] to students when it comes to working in the real 
world , especially with younger children. We really need to know that children 
have a right to be protected. 

Another participant commented: 

To be quite honest, would any of you have known what to say [how to respond] 
to a six year-old if they start to tell you they're being abused [disclose], if we 
hadn't done this [the programme]? I know I wouldn 't [prior to participation in the 
programme] . 

A degree of concern was raised about students who did not or were unable to 

participate in the programme, however positive suggestions were made 

regarding how it might 'fit' into the existing curriculum. Comments included: 

I'm glad I decided to take part in the programme but it really should be 
compulsory so that everyone gets to do it. .. and where it's really good to have it 
right up to third year, I think it could continue right through to fourth year ... so 
that we are prepared right up to before we go out into practice. 

You really get a chance to explore this topic in some of the modules but I don't 
remember getting it anywhere else. It's a shame the programme is not 
compulsory .. . some students are really losing out on valuable information. The 
practical examples were the most useful for going into schools. 

It really fits well in the Learning for Life and Work module [Post-primary]. I don't 
think we would get it anywhere else if the programme was not made 
compulsory. 

9.2.2 Knowledge Development 

Only one participant, from the ECS group, felt that they would still be prepared 

for direct work with children even if they had not participated in the programme. 
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This was clarified when the participant added that they attend child protection 

training 'every year outside college anyway' and 'will keep on going '. After 

further discussion with the group, they all agreed that time constraints and work 

demands would prevent in-house training once qualified. They emphasised the 

importance of receiving the programme at pre-service stage and, like all other 

groups, discussed their knowledge development in relation to the themes. 

For example, one student explained that the lack of knowledge relating to the 

facts prevented the realities of abuse being accepted by those who have the 

greatest access to children for longer periods of time. One ITE participant 

stated: 

I will never forget the amount of children who die because of abuse ... 1 hardly 
really thought about it before but I can 't get that figure out of my head. To think 
that this could be some of my kids in school makes me sit back and think what 
are we doing to stop this. 

Another participant from the same group added that: 

... [student] teachers really should be aware of the statistics ... I think knowing 
what is really happening out there made me more prepared for my practice 
experience. 

One participant stressed that: 

... we are just going to have to admit it - we know much more now [about the 
facts and realities] than we ever did. 

The situation, which worried all the groups, was the realisation that they found it 

difficult to predict the risk factors of abuse for children . This was the only theme 

from the CPQE that participants felt their knowledge had not developed fully in , 

even though CPQE findings indicated that it had (apart from BEd Post-primary 

group) . Some felt that they knew more about who might maltreat their children ; 

however, less was known about other adversities that children are faced with in 

Northern Ireland. This is exemplified by one participant, who stated: 

The realisation that good decent parents can do this makes me sick but I didn't 
realise that some children are more vulnerable than others. I certainly didn't 
know that all these issues (e.g. poverty, special needs etc) can prevent children 
from learning even though every child has a right to it [education] . 

225 



It seems that this view overrides students' beliefs that the programme 

developed their knowledge in this theme. In fact one participant from the ITE 

group made it quite clear that, although they had answered a question correctly 

after the programme, this was only because they had been taught it during the 

training . This participant discussed a particular multiple choice question at 

length and , initially, was not convinced with the correct answer: 

After the training I knew the answer but I'm still not convinced . I mean, I really 
think that most folk who physically abuse their kids is because they were 
abused as kids. I just ticked the low percentage because I knew it was the right 
answer anyway because that's what we were told in the training . 

A number of other participants debated this question and were able to draw on 

knowledge development as a result of the training. One participant felt strongly 

about dispelling the myths surrounding risk factors for abuse, 

But do you not remember the class on how not to make assumptions ... that a lot 
of adults assume the worst and the media plays havoc with what we know 
about abuse. That's just one of the myths of abuse and the fact is most 
children who suffer abuse don't abuse their own children . 

Other comments related to this debate included: 

It's like the one about family background. You can 't judge people just because 
of where they live ... it doesn't mean their abusers .. . it's about knowing the risks. 

Returning to the first participant, tentative agreement was made: 

OK I know what you mean ... it's just hard to believe sometimes. 

All groups drew attention to the importance of educators recognising abuse in 

educational settings. It was stressed that in school, children and young people 

have 'great opportunities' to build a positive relationship with their class teacher 

who, using their expertise in observations and assessment, should be able to 

determine if there is any deterioration in children 's health, academic level, 

behaviour or relationships . The overwhelming view was that educators are in 

an ideal position to contribute to abuse and neglect detection but if they do not 

know how, they will , as one participant from ITE explained : 

'" fail in their safeguarding duty. 
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All groups agreed that this was probably the case when educators do not 

receive training and, according to one participant from ECS group: 

It's not the same in every case but if you don't get the training most teachers 
just think bad behaviour is just that, bad behaviour, and probably punish the 
child when inside they're suffering and what they [the child] really needs is a 
teacher to recognise it for what it really is, child abuse or something else. 

The difficulties with identifying the early indicators of child abuse and neglect 

were stressed by all groups although the general consensus was that their 

knowledge in this category had developed. ITE and H&L participants stressed 

that educators who work with older children, i.e. young people aged 11-17 

years, find it more difficult to distinguish between potential abuse symptoms or 

mental ill health and behaviours associated with 'youth culture'. They felt that 

young people were stereotyped by educators and society as a whole because 

of the way young people present themselves, even though their behaviour may 

be attributed to traumatic experiences, such as abuse and neglect. This was 

exemplified by one H&L participant: 

I'm not sure that professionals really understand teenagers ... they just assume 
that they're bad when sometimes they're suffering inside. 

This view was similar to that of an ITE participant: 

I even saw a teacher during teaching block shouting at a teenager for the way 
he sat at the desk. Later, I found out he actually had a real time of it. .. bullying, 
lived in a really disadvantaged area, had little money for school dinner. The 
teacher clearly didn't know about his rights. 

A number of ITE and ECS participants pointed out that symptoms of abuse and 

neglect may be more easily identifiable in younger children i.e. birth to 10 years. 

After further discussion, they agreed that the training developed their knowledge 

in this theme because of the clear links made to other modules in their degree, 

such as the modules on behaviour, the curriculum and child development. 

All groups endorsed the view that the programme developed their knowledge in 

terms of appropriate provision of services and direct work. The ECS group 

referred in particular to the appropriateness of working with families to not only 
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meet the needs of children but to safeguard their rights and protect them from 

all forms of maltreatment. One participant stated : 

We live in a culture of having to work with parents yet I knew by the end of the 
programme that I couldn 't discuss the concern [vignette] with her mum under 
those circumstances. I had to put the child first. 

Participants clearly identified a fine line between their duties to respond to the 

needs of children, while at the same time aiming to work with parents in 

partnership to improve the lives of children in school. A debate ensued in the 

ITE group regarding the child protection investigation. The general consensus 

was that the educators' role is contributor rather than investigator, illustrated 

well by one participant: 

I know I shouldn 't be ... directly involved in the actual investigation part but I still 
think we [educators] contribute in some way .. . passing on information and 
watching for other changes. 

All groups recognised their reporting duty in educational settings, adding that 

they felt much more confident to do so following the programme. Similarly, all 

groups were of the opinion that the programme developed their knowledge of 

the legal and policy context in Northern Ireland. In fact , all groups raised the 

issue of the Children (NI) Order 1995 and the UNCRC (1991). Comments 

included: 

To be honest, I couldn 't even tell you what the Convention was all about before 
the training and I certainly didn't think it really applied to me in school. 

I had heard of the Children Order but didn't realise the Children 's Convention 
had so many similarities to it. I've now even had a class in the nursery about 
children 's rights about protection and the kids loved it. 

I didn't even know that that law applied to me before the training. 

The general view was the students welcomed the information relating to this 

theme when it was placed within the context of their degree. For example, 

while discussing the legal duty and policy context of multi-agency work, one 

participant from the ECS group felt that: 

Students generally don't get it that other professionals have a legal duty too and 
that they [educators] need to recognise it so we can all work together. I think if 
we [different students from different degree programmes] get to train together, 
we 'll be able to work together better when we qualify. 
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Participants were concerned for students who did not participate in the training. 

Referring to knowledge gained relating specifically to the UNCRC (1991), one 

participant asked : 

How will they know that we have a role to play, that children have a right to 
education but they won't learn if they're being abused? 

Another recalled specific articles within it, albeit could not remember which 

ones: 

I don't know the number [article] ... there's so many but I remember you [the 
researcher] saying in class, during the training, that children have a right to be 
protected from abuse and a right to learn .. . 1 think some students didn't do the 
training so how will they know this ... how will they know how to deal with abuse 
and respond to children? 

A number of themes were referred to during the focus group discussion. 

Overall , participants felt that they had increased child maltreatment knowledge 

and attributed this knowledge gain to participation in the programme. 

9.2.3 Perspectives on Pre-service Training 

In addition to knowledge development, all of the groups referred to their change 

in attitude towards participation in child protection training and dealing with it in 

practice. One ITE participant was frank: 

I went to the first class [the programme] thinking what do 1 need to know about 
this for, this is for social workers, but I was curious and then pretty quick 
realised ... 1 really need to know this stuff. 

Others were worried that they wouldn 't be able 'to stomach' the information but 

after the training realised that: 

It's not all about the gory details; it's about real life situations that we [educators] 
will have to deal with pretty soon. It's about putting it all into context. 

Although the term multi-agency work was not mentioned by all groups, they all 

alluded to it. For example, the H&L group referred to working with other 

professionals in terms of responding to the particular needs of children and 

young people in Northern Ireland , with one participant admitting that: 

I didn't really care much about the role of others before the training . 
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The ECS group referred to multi-agency work, collaboration and information 

sharing between professionals in their discussion, concluding that they felt more 

confident in their own role . This was clarified by one participant, who illustrated 

the difference between knowledge and attitude prior to participation in the 

programme: 

Where I'd heard that multiagency work was important for child protection , I 
didn 't really know what it meant in practice. I didn't think I would have the 
confidence to talk to a social worker if I was concerned about a child ... they 
would just dismiss me. Now I wouldn 't think twice ... I have a duty to protect 
children ... they have that right. 

All students felt that participation in the programme was useful preparation for 

professional practice and that it was deemed relevant to their undergraduate 

degree. Comments included: 

This really needs to be a part of my degree. 

The programme helped me in my work with young children . 

It just seemed to fit , like it was part of it. .. if we hadn't been told that this was 
your research , I think I'd have thought it was just part of my degree. 

Overall , students felt that their views regarding child protection training and 

practice had changed during the course of the programme. Whereas some 

were excited about participating in it from the start, others were less clear about 

the rationale for such a programme due to their attitudes towards child abuse 

and neglect and lack of understanding in relation to the protection principles of 

the UNCRC and the Children (NI) Order 1995. As their knowledge developed 

and the notion that pre-service child protection training was deemed necessary, 

their thinking behind their approach appeared to be much more positive 

following the training . 

9.3 ACTION REQUIRED 

All of the groups suggested ways to improve the student knowledge base on 

child abuse and neglect issues in educational settings. They emphasised the 

need for pre-service child protection training and agreed that in-service training 
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was not always feasible , available or adequate. These recommendations are 

summarised in the following areas: 

• development of child protection training in pre-service education ; 

• a change in mindset of teacher educators, student educators and society 

as a whole ; and 

• an evaluation of teacher educators views on pre-service child protection 

training. 

9.3.1 Development of Pre-service Child Protection Training 

Participation in the pre-service child protection training programme was 

welcomed by all groups. Collectively, three key points arose within this theme 

in terms of programme development: timing and duration, content, and delivery 

style. 

Timing and Duration 

Considerable discussion took place in terms of when educators should receive 

this type of training , with many explanations offered by participants as to why 

both pre-service and in service child protection training was so varied . 

Unanimously, students felt that child protection training should be delivered 

prior to engaging in professional practice so that they were: 

.. . more prepared to deal with the realities , both in placement and once 
qualified. 

All groups agreed that the training should commence from the onset of their 

degree and prior to any placement with children. They added that it should be 

ongoing thereafter, i.e. every semester in every year of their degree. They 

recognised that the knowledge gained from the training at an appropriate time 

not only helped prepare them for professional practice, but it increased their 

confidence for school-based work and placement visits. As one participant 

explained: 

When you do the maths and see how many children we actually come in 
contact with , it emphasises the importance of getting this training early. 
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When prompted to consider duration, most students felt that the programme 

was 'about right' . Where suggestions for change were made, none considered 

a reduction in duration. These suggestions were varied and broadly fit into two 

categories: delivered as a separate element of training but remaining 

compulsory for all students or integrated into the degree programme of study 

with an assessment attached to it. Most participants in all groups preferred the 

latter, and where a few recognised that this may not be realistically achieved , 

they argued strongly that it should be compulsory and regular: 

It really needs to be delivered at least once a year but preferably every 
semester in every year even if it means adding it onto other modules. 

The alternative suggestion was that a compulsory child protection module 

should be created as part of the overall degree programme. The main reason 

given for this recommendation was that students would be assessed on content 

therefore knowledge development might be: 

... even better, stronger and last a lot longer. 

Participants felt that this latter approach would make it more meaningful to 

student educators as they would see the training as part of their overall pre

service education which , in turn , would address the issue of 'attitudinal change'. 

Content 

All groups recognised the relevance and appropriateness of training content, 

even though some aspects of it were favoured. For example, many of the 

students particularly enjoyed topics relating to direct work with children, 

teaching self protection and the legal and policy context. They felt that this was 

the case for a number of reasons , including this example from ITE group: 

The legal and policy stuff was all new to me so I found it more interesting . 

Other comments demonstrated students' enthusiasm to use their newly gained 

knowledge in practice: 

I couldn 't wait to tryout teaching self protection in school 

It just confirmed my view that I can contribute to the lives of children positively. 
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One of the ITE participants suggested that a compulsory multiagency work 

module in their degree might be helpful , introducing the role of other 

professionals in the 'Child protection process. As a group, they felt that this 

would help to break down barriers relating to professional attitudes. They 

discussed how other elements of current teaching could be incorporated into 

such a module so that: 

.. . tutors don't think they have more work to do, while at the same time helping 
students see the importance of it. 

Some students made direct links between scenarios used during training 

sessions and the vignette . This was illustrated by one participant in the H&L 

group. Initially this participant did not see the relevance of the vignette; 

however understood the importance of transferring knowledge and skills to any 

educational context after the training : 

I really thought the scenarios weren 't for us because we weren 't training to be 
teachers. I want to do the PGCE but in the meantime will probably work in 
health promotion or a leisure centre .. . 1 see now that my actions will be the 
same no matter where I work with children . 

Overall , groups agreed that every aspect of the training was required for 

knowledge development. The topic of teaching self protection was by far the 

most popular, with students from each of the groups requesting more training of 

this kind . Some of the topics were deemed to be more sensitive than others, 

the main example being defining and recognising the different ty~es of child 

abuse and neglect. In some groups, this led to a discussion on delivery style 

which , they felt, alleviated the sensitivities of the topic due to the way it was 

presented . 

Delivery style 

A SUbstantial number of participants indicated that the delivery style of training 

was of equal importance to the content. They added that this was probably the 

case for any subject matter; however the importance of it was emphasised in 

relation to the sensitivities of child abuse and neglect. They agreed that the use 

of role plays and smaller, interactive group workshops were more appropriate 

when receiving this kind of information , allowing them more opportunity to 
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actively develop the topic, inquire and to articulate their understandings. In 

addition, they felt that this approach encouraged reflection in terms of their own 

beliefs, attitudes and practice approach . The students recognised that the 

delivery format helped address not only what they needed to know but why they 

needed the information and its application in real world problems. One 

participant from the ECS group stated: 

I was nervous at the start but getting to role play made me see the links 
between the theory and practice but I think what's more important to me is I can 
now really picture this for real ... 1 know why this understanding is important. 

9.3.2 A Change in Mindset 

Participants in all groups agreed that there should be a change in the mindset of 

teacher educators, student educators and society as a whole towards the value 

of child protection training for children's safety, development and growth. 

Although they agreed that the findings of this study were a step in the right 

direction , others indicated the need to change the mindset of teacher educators 

in particular. One of the H&L participants argued that: 

We were lucky because [Naming a Tutor] knows we need this kind of training 
but I think other tutors are set in their ways and don't want to listen to why this is 
important. 

Reiterating this point, a participant from the ITE group was concerned that: 

... not all the staff [tutors/lecturers] knew about the training and then gave us 
wrong information during other classes. 

When asked to clarify, this 'wrong information' was relating to physical contact 

with children . To illustrate this further, the participant recalled the information 

provided during the training: 

We now know that we can comfort the children physically if their emotional or 
physical needs are to be met but [NAME PROVIDED] told us the union says we 
just can 't. .. at any time. 

This raised the issue of societal attitudes regarding the political correctness of 

child protection 'having gone mad' and that: 

They're actually harming children more by not responding to their [children's] 
physical and emotional needs out of pure fear of being accused of something , 
inappropriate conduct. .. they need to know the child comes first. 
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One participant from the ITE group claimed that: 

It's all very well me having a better attitude about it all now but if the tutors 
don't, other students might struggle. 

Another participant from this group was even more sceptical, indicating that no 

matter how much time and effort students put into the training: 

... changes will not be apparent until the mindset of teacher educators is 
transformed. 

A suggestion was made by this group to further evaluate the views of current 

teacher educators and questions were raised regarding similar research further 

afield , i.e. internationally. 

9.3.3 An Evaluation of Teacher Educators' Views 

All groups indicated the need to further investigate teacher educators' views on 

child protection training during pre-service education albeit to varying degrees. 

For example the ECS group generally agreed that this would be a useful 

research study in the future but one participant felt that some tutors were 

already aware of the importance of child protection training. A debate ensued 

between two members, who concluded with 'we'll agree to disagree on this 

one'. The H&L group were equally divided in terms of which tutors within their 

own institute 'might need to be investigated regarding their views'. Drawing the 

groups back to the aims of the focus group discussions, a consensus was 

achieved regarding the need to identify teacher educator views from a 

representative sample of the general population i.e. inclusion of other higher 

education institutions. The ITE group concluded that all tutors and every higher 

education system in Northern Ireland should be evaluated since it was their 

belief that: 

The need to change tutor attitudes is of vital importance but I think this can only 
be achieved if we know what all their views are in the first place. 

9.4 RESEARCH SUGGESTIONS 

All groups made it clear that they felt the training should be compulsory, it 

should be delivered at pre-service stage and that it should be integrated into 
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their degree programme: A number of research suggestions were made that 

could follow on from the present study: 

• members of all groups recommended that they could be assessed on 

teaching self protection directly to children and young people during 

school-based work or placement visits; 

• all groups reinforced the need to evaluate teacher educators' 

understanding of, and attitudes toward , the need for pre-service child 

protection training at a national and international level ; and 

• ECS group members suggested the development of a computerised 

multiple choice exam which would contribute to the assessment of a 

compulsory child protection module. 

9.5 CHAPTER SUMMARY 

Clearly the majority of participants in each focus group agreed with the findings 

from the study, reinforcing the appropriateness of participation in the 

programme. Having identified concerns previously noted in the literature 

(Baginsky, 2000; 2003 ; Penter et aI, 2005; Sinclair Taylor & Hodgkinson, 2001 ; 

Webb & Vulliamy, 2001) , it is clear that students feel participation in the 

programme developed their knowledge of child abuse and neglect issues in 

educational settings. Significantly, and consistent with international research 

(Feng et aI, 2009; Haj-Yahia & Attar-Schwartz, 2008; Potter et aI, 2002) , 

participation in the programme appeared to contribute to a change in attitude 

toward child protection training and dealing with it in practice. 

Students identified a number of areas where action was required , namely 

development of the child protection training programme in terms of timing and 

duration . They agreed that content of the programme was appropriate, relevant 

to their degree and professional practice, but expressed a desire for further 

training on 'teaching self protection '. They felt that delivery style should remain 

interactive and in small groups. A change in mindset and an evaluation of 

teacher educators' views on child protection training at pre-service level was 

deemed to be of particular importance. The results to emerge from the focus 
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groups reinforce the overall findings of the study. The chapter to follow 

presents the findings from the experienced practitioner focus group discussions 

and concludes the results chapters of this thesis . 
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CHAPTER 10: FINDINGS FROM THE EXPERIENCED PRACTITIONER 

FOCUS GROUPS 

10.1 INTRODUCTION 

The final phase of this research considered the perceptions of a group of 

experienced practitioners who have the power to influence policy, training and 

practice in the field of teacher education and child protection training. As a 

group, they were well placed to address the appropriateness and effectiveness 

of the study and suggest what action, if any, is needed to improve provision of 

child protection training in pre-service education . Two by-invitation focus group 

discussions were conducted to elicit their views on : 

• the appropriateness of the CPQE as a means to measure student 

educators' child abuse and neglect knowledge; 

• their expectations of beginning educators' child abuse and neglect 

knowledge upon entering professional practice; 

• the validity of the programme based on content review; and 

• the effectiveness of the programme, based on CPQE pre- post

comparisons. 

The structure of this chapter is based on the questions posed during the 

discussion and analysis of the feedback. The first section establishes these 

practitioners as a panel of experienced practitioners. This is followed by a 

section on themes and perspectives, which are presented under the following 

headings: 

• Existing concerns; 

• Validity of the programme; 

• Assessment design; and 

• The way forward. 

10.2 ESTABLISHING A PANEL OF EXPERIENCED PRACTITIONERS 

As already outlined in Chapter 5 (methods), experienced practitioners in 

education and child protection work and training were contacted and invited to 
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take part in the focus group discussion. Seventeen were invited and 11 

attended . While there was some overlap in terms of qualifications and 

experience, participants were divided into two groups and are referred to as the 

education group and the child protection group 

A participant profile was sent in advance of the focus group discussions. These 

were used to establish the participants as 'a panel of experienced practitioners' 

in the field of child protection and education. This section of the chapter 

presents an analysis of the participant profile and contains three sub-sections: 

qualifications, designation and experience. 

10.2.1 Qualifications 

As should be expected of a panel of experienced practitioners in education and 

child protection , all qualifications, shown at Table 10.1 below, were related to 

either education , social work or, in most cases, both . This was understandable, 

especially for the education group since most specialised in child protection in 

education and were employed by the education and library boards as 

designated child protection officers. For example: 

• one held four relevant qualifications, two in education (Cert. Ed , BA) and 

two in social work (MSW and Dip SW); and 

• one held two relevant qualifications, one in education (BEd) and one in 

social work (DipSW) . 

Equally understandable but perhaps more surprising since it is not a 

requirement under current social work education and training in Northern 

Ireland was the level of education qualifications for those in social work. For 

example: 

• one held two social work qualifications (CSS and PQSW) plus three 

qualifications in education (BA (Hons) Ed , Cert. Ed and MEd) ; and 

• one held a statutory social work qualification (Dip SW) plus two 

qualifications in education , one of which specialised in early years 

education (BSc SA in Ed and DASE (EY) . 
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Another social worker with children and young people held a statutory social 

work qualification (BSW) plus a qualification in early years (BA (Hons) ECS). 

All , bar one, had more than the minimum requirement to work in their field, most 

had two or more relevant qualifications and the highest level of qualification was 

a PhD, demonstrating commitment to professional development in their chosen 

area of practice. 

Table 10.1 Experienced Practitioners Qualifications 

Education group Child protection group 

No. Qualification No. Qualification 
1 Dip Ed , BA, Dip SW, MSW 1 BA lHons} ECS, BSW 
1 BEd , Dip SW 1 BA (Hons} ASS, CQSW, PQSW, Cert. Man 
1 Dip SW 1 BSc SA, Dip SW, DASE (EY) 
1 BSc SC, MSW, Dip SW, 1 RN, SI M, HV, Cert Ed 

PQSW 1 CSS , PQSW , BA (Hons) Ed , Cert Ed , MEd 
1 BEd (Hons) , PhD 1 MSW, CQSW, Dip SM, Cert MHSC 

Key to qualifications 

Cert. Ed Certificate in Education 
Cert. Man Certificate in Management 
CSS Certificate in Social Services work 
CQSW Certificate for the Qualification in Social Work 
Cert MHSC Certificate in Managing Health and Social Care 
Dip SW Diploma in Social Work 
DipSM Diploma in SURerviso~ ManC!9..ement 
PQSW Post Qualifying in Social Work 
PGCE Post Graduate Certificate in Education 
DASE Diploma in Advanced Studies in Education 
DASE (EY) Diploma in Advance Studies in Education (Early Years) 
BA (Hons) ECS Bachelor of Arts (Honours) in Ear~ Childhood Studies 
BA (Hons) ASS Bachelor of Arts (Honours) in A2Qlied Social Sciences 
BA (Hons) Ed Bachelor of Arts (Honoursl in Education 
BA Bachelor of Arts lsubject not specified) 
BEd Bachelor of Education 
BEd (Hons) Bachelor of Education with Honours 
BSc SA Bachelor of Science in Social Admin 
BSc SS Bachelor of Science in Social Science 
BSW Bachelor of Social Work 
MSW Master of Social Work 
MEd Master of Education 
M Teach Master of Teaching 
PhD Doctor of Philoso2hy 
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10.2.2 Designation 

Table 10.2 shows the designation of participants in relation to their current post 

of employment. Three were employed by an education and library board (ELB) : 

two as a child protection designated officer; and one as a deputy chief 

education welfare officer. One was employed as a senior lecturer in initial 

teacher education . Five were employed by a health and social care trust 

(HSCT) : three as a social worker; one as a principal social worker; and one as a 

child protection training officer. Two were employed by the NSPCC: one as the 

education advisor for Northern Ireland; and one as a senior consultant in the 

Child Protection in Sport Unit (CPSU) . 

Table 10.2 Designation of Experiences Participants in Relation to Current 

Employment 

Designation I current employment Education Child protection 

No. No. 
Child protection designated officer (ELB) 2 -
Deputy chief education welfare officer (ELB) 1 -
Senior lecturer (ITE) *1 -
Education advisor for NI (NSPCC) 1 -
Senior consultant (NSPCC) - 1 
Social worker (HSCT) - 3 
Principal social worker (HSCT) - 1 
Child protection training officer (HSCT) - 1 
Total 5 I 6 

* One practitioner (ITE) attended the child protection group 

10.2.3 Experience 

All participants had experience in either education or child protection work, most 

had experience in both and all had experience in child protection training . 

Where the accumulative years of experience is noted i.e. education experience 

51 .5 years , child protection experience 171.5 years and child protection training 

experience 114 years, at times these overlapped . For example, practitioner 

Code 3 had 16 years relevant experience: 10 years in education and six years 

in their current employment with responsibilities for child protection work and 

delivery of child protection training . All experience, including noted overlaps, is 

presented at Table 10.3. 
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Table 10.3 Panel of Experienced Practitioners in Education, Child Protection 

Work and Child Protection Training 

Practitioner Education experience Child protection Child protection 
code in years experience in years training experience in 

years 
1 3 5.5 1 
2 - 30 0.5 
3 10 *6 *6 
4 - - 7.5 
5 - *27.5 13.5 
6 - *17 *17 
7 - 28 11 
8 *5 - *5 
9 3 *12 *10 
10 *30.5 *30.5 *30.5 
11 - 15 12 
Accumulative 
years of 51.5 Years 171.5 Years 114 Years 
experience 

* Denotes overlap In experience 

Given the accumulative years of experience, the apparent commitment to 

continued professional development in the area of child protection and 

education as evidenced by the level and range of qualifications, and the current 

designation of these practitioners, it could be suggested that a panel of 'experts' 

was established. In addition , although not asked for in the participant profile, it 

became apparent during focus group discussions that a considerable number 

had relevant experience in research. For example, two in the education group 

had prior relevant experience in research related to child protection and the 

impact of bullying in schools and one was engaged in current research related 

to teaching children self protection in schools in Northern Ireland. In the child 

protection group, three had prior research experience in child protection, one 

had prior research experience in developing safety skills in early years settings 

and two were engaged in current research related to developing inter-agency 

child protection training programmes. 

These experienced practitioners all received a research brief prior to attending 

the focus group discussions and considerable detail regarding this research 

was provided during the second invitation telephone call. Based on this , their 
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authentic insights provide an impartial yet integral part of this study. A number 

of themes and perspectives were identified . These were related to : 

• e1<isting concerns in terms of lack of current pre-service child protection 

training provision in education and lack of educator awareness of child 

protection in education; 

• the programme content in terms of validity of topics , appropriateness of 

delivery style and the importance of integrating the Programme into 

undergraduate programmes of study; 

• the appropriateness of assessment in terms of the MCQ content and 

format, and the effectiveness of using a vignette ; and 

• suggestions made for the way forward. 

10.3 THEMES AND PERSPECTIVES 

For the purpose of the focus group discussions, the findings from the research 

were presented in a research brief and are summarised as follows: 

Pre-training 

• A child protection training audit identified considerable gaps in pre

service child protection training offered to undergraduate students 

• CPQE results identified a low score for all groups in all six themes 

• The vast majority of students within all groups were unable to fully and 

accurately respond to the vignette 

• Student focus groups revealed that many were unsure of the relevance 

of child protection training prior to partiCipation in the training . 

Post-training 

• Teacher educators, tutors and module coordinators recognised the need 

for pre-service child protection training and welcomed this approach; 

• Using SPSS version 17.0, analysis of CPQE scores revealed a 

significant increase in knowledge in all six themes 
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• The vast majority of students within all groups were able to fully and 

accurately respond to the vignette and provided depth and quality to their 

response 

• Participant focus group analysis revealed three key themes: 

o (1) existing concerns in terms of previous training ; 

o (2) self-perceived knowledge development following participation 

in the training ; and 

o (3) a change in mindset in terms of child protection training and 

the impact this will have on school based work and placements, 

and future professional practice. 

The overall acceptance of these findings was evident from the responses in 

both focus groups and is presented in the next four subsections. Information 

presented [in square brackets] for practitioner citations denotes where 

clarification was requested and obtained. Data from the education and child 

protection focus groups are presented together (unless otherwise stated), in 

order to provide a holistic portrayal of the views of experienced practitioners. 

10.3.1 Existing Concerns 

Existing concerns were broadly based on lack of student and beginning 

educators' child protection awareness and , prior to this study, a lack of existing 

pre-service child protection training programmes in Northern Ireland . One 

practitioner, who is involved in child protection training for beginning educators, 

expressed the view that child protection awareness is 'generally poor'. She 

explained that most schools in Northern Ireland provide child protection training 

during educators' induction year, but raised her concern that not all schools are 

able to do so due to lack of time, resources and availability of trainers even 

though DENI (1999) is clear in this regard . Another practitioner agreed and felt 

that lack of pre-service child protection training offered to students contributed 

to the difficulties in addressing it during professional practice. 
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This concern was endorsed by another practitioner who provides teacher 

education at undergraduate and postgraduate level. They felt that pre-service 

child protection training , which was deemed to be 'either limited or non-existent' , 

was left to one person and placed an added burden on an already busy 

schedule. Concerns were raised about teacher educators' child abuse and 

neglect knowledge and whether this would impact on the support provided to 

student educators in their safeguarding responsibilities during school-based 

work and practice experiences. This led to a debate on current initial teacher 

education content and , similar to previous studies (e.g. Baginsky & Hodgkinson, 

1999), how child protection was addressed in other undergraduate 

programmes. This is demonstrated more clearly by one practitioner: 

Students get caught up with preparing and presenting their perfect lesson 
plans. They seem to want their paperwork to be perfect but don't necessarily 
like children ... they are not prepared for inter-professional conflicts ... a key 
feature of their future practice. There is a need to address why students want 
to be teachers because some students seem to have a degree collection 
mentality - they don't really know what they want to do. There is a need to 
address this early on in teacher training to sift out those who want to be 
professional and those who don't. .. child protection training will help address 
these issues. 

A current problem for educators, raised by practitioners in the child protection 

group , is that they do not see themselves as 'frontline practitioners'. It was felt 

that the emphasis in much of the literature and in current undergraduate 

education was that only 'social workers deal with child protection'; reducing the 

recognition that educators are in a prime position to contribute to the protection 

of children. On the other hand, educators see the need to 'investigate' when a 

child protection concern is raised in an educational setting . One practitioner 

explained that educators, in particular those working with younger children and 

their families : 

... are not aware that their role is to contribute to the child protection process by 
first of all recognising a concern then passing this concern on to the appropriate 
person. They need to know that they do not jump in as investigators, which can 
hamper the true child protection investigation if and when it occurs. 

Practitioners agreed with the difficulties associated with this 'fine line' between 

educators' contribution to child protection and their understanding of the child 
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protection investigation process. Adding to the debate, another practitioner felt 

that this was due to lack of knowledge regarding the distinction between 

working with parents and families effectively while placing children at the 'heart 

of their professional practice '. They felt that educators displayed considerable 

reluctance to report child protection concerns: 

.,. because of the consequence it will have on their relationship with parents and 
the fact that they live in the same community as these families . 

This was endorsed by practitioners of both groups, who felt that the importance 

of parent/educator relationships and how this is translated into practice in terms 

of protecting children was not fully addressed in teacher education . This led to 

a discussion of educators' role in responding effectively to child protection due 

to their 'intense access to children ' as students and as practitioners; a view fully 

endorsed by all practitioners of both groups. Because of their almost daily 

contact with children , the process of child protection in education was deemed 

'complex', 'demanding' and 'complicated' , which raised concerns about lack of 

priority placed in preparing student educators for this unique role within 

educational settings. Other practitioners added that student educators' existing 

child maltreatment knowledge is 'superficial' and that beginning educators do 

not have the value base associated with children and childhood, exemplified by 

one practitioner who stated that: 

Teachers, unfortunately, can lack the underpinning child protection value base 
and I feel that this is an area of study that is lacking in Northern Ireland . 

This raised concerns about existing pre-service child protection programmes. 

The general consensus of the education group was that current undergraduate 

programmes did not address the much needed topic of child protection and that 

this study was very much welcomed . One practitioner expressed their concern 

about the lack of pre-service child protection training while at the same time 

expressing their gratitude of involvement in the focus group discussion: 

I was really pleased when I got the invitation to attend the discussion. I don't 
know of any other programme that is being provided in Northern Ireland. This is 
a much needed development and is to be welcomed. 
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Another practitioner from this group felt that learning about the programme had 

prompted her to consider the need for: 

" . a complete re-jig of teacher training in first year. We need to address this as 
soon as possible. I'm delighted to hear about such an initiative and hope that it 
develops into all teacher education. 

These views were reinforced by the child protection group, such as those cited 

below: 

This is the first that I've heard of such a programme. I'm delighted to be a part 
of this so that we can establish networks in moving it forward . 

I think this discussion will lead to important links between professionals . It was 
really useful to hear other professional perspectives [about pre-service child 
protection training] otherwise I never would have known about the 
programme ... it is a much needed area of training . 

Another practitioner in this group endorsed the view that previous pre-service 

child protection training was limited and welcomed the 'change of approach' to 

provision . They explained that they had facilitated child protection training for 

student educators in the past but felt that the 'ad hoc' nature of organisation on 

the part of the institution had been inappropriate: 

... one off, single-day events during final year of teacher training , especially 
organised for the day straight after the student ball , was completely 
inappropriate ... bringing a large group together like that is just not suitable for 
child protection training ... it demonstrated lack of priority by [the organisation] 
regarding such an important event for student teachers, albeit one-off and too 
late in their training . 

Other practitioners agreed , stating that the nature of the undergraduate 

programme determined the priority placed on protecting children . The example 

given was that initial teacher education placed too much emphasis on 

curriculum topics at the expense of wider child welfare topics such as children 's 

holistic development and working with other agencies. It was felt that this 

added to the reluctance of higher education to integrate child protection 

education into existing undergraduate programmes. One practitioner gave the 

example of training to work in the early years setting and pointed out that some 

undergraduate programmes addressed these wider aspects of child 

development and welfare; however warned that child protection training must 
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continue to be an integral aspect of pre-service education otherwise both 

providers and student educators would 'lose sight of its importance'. 

Overall, practitioners raised concerns about educators' child abuse and neglect 

knowledge and the difficulties in providing child protection training for those 

already in teaching or education related positions. They were very concerned 

about the lack of existing pre-service child protection training programmes in 

education. Pre-service training opportunities or events that practitioners were 

aware of were deemed to be 'inappropriate' and 'inadequate' in addressing child 

protection in education. All practitioners endorsed the need to address this gap. 

10.3.2 Validity of the Programme 

Focus group practitioners endorsed the content of the programme and 

described it as 'a full programme', 'a welcome development' with 'accurate 

content' and 'interactive'. The overall view from both groups was that the 

programme included core subject content described elsewhere (Walsh & 

Farrell , 2008) and felt that it was an 'excellent' opportunity to develop student 

educators' sense of a shared responsibility, which, it was felt, is currently 

lacking in some professional circles . Both groups felt that the programme 

helped to: 

... raise awareness of the massive impact of abuse on children and children 's 
learning and students need to recognise it as an integral part of their initial 
train ing. 

The impression gained from the focus groups was that, while practitioners were 

optimistic about core content in general , different opinions emerged in terms of 

emphasis placed upon, and priority given to , different topics within the 

programme. In the education group, some examples were cited as important 

features of pre-service child protection training : one practitioner welcomed the 

use of Department of Education guidelines and stressed the importance of 

student educators being made fully aware of these since 'some educators are 

not aware of it' . While in agreement, another practitioner from this group felt 

that the topics relating to risk factors for children were more important. They 
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gave the example of bullying, domestic violence and sexually harmful 

behaviour, which were included in the programme, and argued that these topics 

should be a part of 'core training in the wider safeguarding agenda'. 

This view was endorsed in the child protection group. One practitioner 

explained how current child protection training provided in schools sometimes 

'over-emphasises' the ongoing 'stranger danger' debate at the expense of 

addressing the complexities surrounding sexually harmful behaviour. They felt 

that if student educators were provided with this information during pre-service 

education , there would be less need to 'spend time on addressing it in 

professional practice '. 

Another topic within the programme which was welcomed, but less understood 

by some practitioners, was teaching self protection to children. One practitioner 

in the education group , who is currently engaged in research related to this 

topic, felt that educators lack awareness of its core concepts and are very 

reluctant to address it in schools. It was explained that inclusion of this topic is 

important, particularly so with younger children , since the self protection skills 

gained from an early age can be developed and continued throughout 

childhood. Given that self protection concepts are already in the existing 

Northern Ireland Curriculum (CCEA, 2007a) and teaching self protection has 

been advocated internationally (Briggs, 2006; Topping & Barron, 2009; Webster 

et aI, 2008) , it was felt that there was an urgent need to make educators aware 

of it and how it contributes to child abuse prevention work. This view was 

endorsed by a practitioner in the child protection group who felt that the 

preventative nature of child protection work in general was lacking in the realms 

of education. They endorsed the view that training content should help to make 

student educators aware of prevention work and emphasis should be placed on 

how it can encourage greater collaboration with , and involvement of, parents. 

Practitioners from the child protection group welcomed the use of addressing 

the realities of childhood maltreatment; practitioners from the education group 
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warned against over-emphasis on 'statistics '. This led to a debate in both 

groups about the language used, the difficulties associated with achieving a 

balance of broad content during training, and the focus placed on topics . 

Unanimously, practitioners from both groups welcomed the inclusion of 

indicators of abuse. Practitioners were in less agreement, however, about the 

emphasis that should be placed on this topic. One practitioner from the 

education group felt that if practitioners could: 

... recognise the signs and symptoms, know who to report to and how to 
respond to children , I'd be very happy. 

Another practitioner from the child protection group was concerned that 

students can : 

... get bogged down on the statistics and hooked on signs and symptoms. Child 
protection is about the wider safeguarding agenda but it's also about how 
people interpret the language used [in training] . If a much broader approach is 
taken , students won 't think "I need to know all the signs and symptoms". If they 
are aware of the broader issues, they will be able to respond. 

There was agreement among this group that the commitment of educators to 

child protection training has been known to be 'questionable' and that child 

protection training for student educators should therefore address their attitudes 

and values. This was explained by one practitioner in terms of student 

educators' lack of commitment to adhere to UNCRC (1981) principles of 

protection , provision and participation , and instead focus on being able to 'tick a 

box'. They recognised that it is difficult to add even more elements to an 

already full undergraduate curriculum but questioned the value base approach 

of teacher educators in curriculum development more generally. Another 

practitioner in this group agreed with the need for curriculum development; 

however they felt that the value base approach that the programme took was 

evidenced in the depth of the vignette responses , adding that, 

... the programme has achieved what it set out to do - develop students' 
knowledge of child abuse and neglect. It provides a sound foundation upon 
which these students can build when they enter their professional career. 

He felt that the use of scenarios and role plays in the programme allowed for 

student values to be challenged and attitudes to change. This approach to 
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training style was endorsed unanimously by practitioners in both groups. They 

felt that the interactive training style and blended approach to lectures, 

workshops and small group seminar discussions was the most appropriate way 

to develop student educators' child abuse and neglect knowledge. The child 

protection group added that the workshop approach to training encouraged 

students to practise skills that will be required during practice. Practitioners 

from both groups felt that smaller group discussions allowed students to raise 

any concerns or fears that they may have about programme content or practice 

issues. These unanimous views from both groups are exemplified below: 

Training in smaller groups will get the message across in a sensitive way and 
allow much more time for reflection and more opportunities to ask sensitive 
questions that may not be asked in a large group lecture. 

Workshops will allow students to tease out the key message of the training and 
to test their knowledge and thinking behind their approach . They'll be able to 
build on the link between the child protection element and their own training 
programme. 

Workshops are a vital part of child protection training . The use of scenarios will 
help the trainer to identify where the students are at. 

One practitioner in the education group questioned the use of lectures. They 

acknowledged that it was 'probably difficult to avoid this format in teacher 

education ', and stressed that it was more important to, 

... spread the training out over a period of three or four years. The fact that 
students are getting this information throughout their degree is crucial. One-off 
events do nothing for knowledge development and most certainly don't give 
students the opportunities to address the more intricate aspects of child 
protection work such as values and skills . 

The integral aspect of the programme was fully endorsed by all practitioners in 

both groups. Essentially, practitioners from both groups were in favour of 

introducing the programme prior to students' first school-based work or 

placement experience. One practitioner reminded the group that educators do 

not have to be qualified to 'pick up on child protection concerns '; others pointed 

out that, 

Students sail through their training and don't even realise that they've probably 
worked with an abused child . I mean, you only have to look at the statistics to 
know how many children are abused. 
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Students need to be more prepared when they go into early years settings, like 
playgroups and daycare ... they need to know about child protection before they 
arrive. 

'" they're told who the designated teacher is then expected to just get on with it. 

It's crucial that students get this right from the start. There should be more of 
this [child protection education] and more observations of children ... and less 
teaching practice in first year. 

Another practitioner returned to their previous concern about educators' lack of 

reporting skills and highlighted that early implementation of the programme, i.e. 

in first year, would help student educators: 

... overcome the fear that there will be reprisals if they report their concern . 
They'll know that reporting abuse is more important than any damage, which is 
usually minimal , caused to their relationship with parents. They really need to 
get this from first year of their degree. 

It was felt that programme integration would ensure that students saw it as a 

required element of their undergraduate education. In this way, content would 

be seen in a much broader sense and place students in a better position to be 

able to work effectively with families and other professionals. One practitioner 

added that integration of child protection training in undergraduate education 

encourages 'reflective practice' and 'student preparedness' for postgraduate 

study. She provided a personal account explaining that: 

When your undergraduate degree incorporates child protection and is spread 
out throughout the three years , then you don't see it as an add-on, it's just part 
of your [core undergraduate] training ... but it makes you think more about what 
you can do ... it gives you student preparedness for post graduate study ... it 
makes you much more reflective in your practice. 

Overall , the approach taken to delivery of the programme was welcomed . 

Practitioners endorsed the view that it should be integrated into the 

undergraduate curriculum for the duration of the degree and should commence 

from first year to prepare students for school-based work and placement 

experiences. It was felt that it helped students to think through situations and 

would encourage the use of making effective 'judgement calls', which are often 

lacking in professional practice. Practitioners felt that the programme looked at 
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child protection in its broadest sense and it was deemed particularly important 

in light of continued inquiry reports finding 'flaws' in practice. 

10.3.3 Assessment Design 

The use of a pre-test and post-test assessment tool to measure child abuse and 

neglect knowledge was welcomed by all practitioners. A discussion took place 

in both groups about how difficult it is to assess the effectiveness of child 

protection training programmes, with most admitting that they did not do so in 

their own provision of training . Unanimously, it was thought that this style of 

assessment was a much needed tool in child protection training evaluations. 

One practitioner from the child protection group stated that, to the best of his 

knowledge, only one child protection training programme in Northern Ireland 

used this format for training evaluations. They articulated that pre- post

assessments had been identified , through 'in-house' research , as a gap in child 

protection training evaluations across Northern Ireland. This research , in turn, 

triggered the development of a pre- post-training questionnaire. The 

practitioner added that, where the questionnaire was useful to evaluate 

participants' self-perceived knowledge development, the post-training 

questionnaire was administered immediately after the training programme and 

therefore did not 'test long-term gains' in knowledge development. This led to a 

discussion and subsequent agreement that the application of the CPQE over a 

three-year period was deemed to be more effective that 'the usual way to test 

knowledge'. Similar views were expressed in the education group. As one 

practitioner pointed out: 

This will give a truer picture of not only what was learnt from the training but 
how much of that knowledge was retained . It's also a useful way to measure 
gaps in knowledge and what to include in future training programmes to 
address these gaps. 

While the overall consensus was that the CPQE was an appropriate measuring 

tool , an area of difference emerged in relation to theme content and the level of 

knowledge expected of newly qualified educators. One practitioner felt that 
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some of the MCQs were very detailed and not always 'easy to answer'. They 

felt unsure if this level of knowledge was required for student educators: 

It has some very specialised questions ... I'm not convinced that students need 
to know about the statistics [theme realities] ... best to concentrate on what to do 
in practice [theme practice issues]. 

Two practitioners from the same group disagreed, stating that such detailed 

questions would encourage students to start thinking about their safeguarding 

role in its 'widest sense'. They argued for the need to assess the broad range 

of knowledge among educators so that gaps in knowledge could be identified . 

In response to this debate, another practitioner added that the CPQE was a 

useful way to allow students to experience 'deep level learning ', explaining that: 

The questionnaire is spot on. It asked a number of detailed questions which 
even some of us had to debate about, and looks as if it really made the 
students think about child protection at a deeper level. 

This view was endorsed by a practitioner of the education group who, on the 

one hand agreed that the CPQE was 'rather difficult to answer', and on the 

other hand was impressed with students' knowledge development given the 

complexities of the questions. They stated that the CPQE: 

.. . was a useful questionnaire. I personally found I had to really think about 
some of the questions ... the research shows the knowledge development of the 
students when you look at their post-test scores. I'm impressed that it [student 
knowledge] increased that much. 

The complexities of the questions, in particular those within the realities theme 

of the CPQE, were seen as: 

... a useful way to help dispel the fear of the unknown. 

Other practitioners agreed that there was a need to include questions relating to 

the realities of abuse because, as one practitioner pointed out: 

... students need to know that abuse actually happens. 

This participant articulated that questions such as these, and subsequent 

training topics , should remain within the Northern Ireland context. In this way it 

will help increase knowledge because it: 
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.. . places the topic and the training in a relevant context for students . It makes it 
more real for them and keeps it focused on what is happening here and now. 

One practitioner made reference to the risk factors theme and acknowledged 

that the use of terminology in the questions was deemed very important i.e. 

'most likely' and 'estimates', since answers: 

... can depend on where the study took place, what year it took place, how 
many children were included, what comparisons were made and so on. 

The legal/policy context theme was not discussed in-depth by either group; 

however it was referred to: 

I'm glad to hear that students are asked about policy and procedures in 
schools. 

Students need to increase their knowledge on their legal and pastoral 
responsibilities in early years settings. 

The law of the land makes it clear what they [educators and student educators] 
have to do [in responding to child protection] . It's useful to find out how much 
they know about it. 

Practitioners unanimously agreed that there was a need to assess student 

educators' knowledge on signs and symptoms of abuse (indicators theme) , how 

to recognise abuse when it occurs (recognition theme) and responding to abuse 

effectively (practice issues theme). Practitioners from both groups were 

'pleased and impressed' that students' knowledge had increased for each of 

these themes at post-test. In fact, one practitioner stated that: 

This level of knowledge is more that would be expected of beginning teachers . 
Some of the teachers already in practice don't know this much. 

A discussion took place regarding the level of retention of knowledge and how it 

could be assessed during practice. It was acknowledged that this was not one 

of the primary aims of this study and suggestions were made to consider this in 

future research . Returning to progression of knowledge, another practitioner 

felt that the level of post-test scores: 

... demonstrates that something was going on with the students. They obviously 
developed their understanding of the importance of child protection and now 
know more about it. This is to be welcomed. 

255 



Another practitioner articulated how student educators, generally, display a 

natural progression of 'knowledge and maturity' as a result of their 

undergraduate degree but added that, in terms of child protection knowledge: 

... post-test scores go beyond what we would expect of third and final year 
student teachers. 

Other practitioners also made reference to the post-test percentage scores of 

students. An agreement could not be reached by either group on what would 

be seen to be 'an appropriate level of knowledge upon entering professional 

practice' (FG question); however, this was in relation to the fact that they all 

thought the post-test scores were exceptionally high . One practitioner felt that if 

the CPQE had contained themes relating to indicators, recognition and practice 

issues only, then there might be an expectation of an increase of 100%. Others 

disagreed and felt that a final score of 50% indicates a 'sound level of 

knowledge'. It was apparent that experienced practitioners could not agree on 

what a 'final score should look like'; however, as one practitioner suggested: 

... the increase in post-test scores certainly seems to be significant. 

Comments such as these met with general agreement in both groups, 

suggesting that experienced practitioners in child protection and education 

thought that the programme was effective in increasing student educators' child 

abuse and neglect knowledge. 

Practitioners accepted that the aim of the MCQ was to assess knowledge 

development and not used to confirm how this knowledge was translated into 

practice; however they felt that the vignette allowed for some measure of this. 

There was agreement about the difficulties associated with assessing student 

educators' skills in such a sensitive subject as child protection but it was felt that 

the vignette was a useful method to assess knowledge application in a 

situational scenario. Practitioners endorsed the view that the vignette , using the 

four action points for scoring , was a useful way to validate student progression 

based on their CPQE post-test scores. 
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One practitioner from the child protection group acknowledged that 

measurement of student values and attitudes was not an aim of this research 

but suggested that the depth of responses in the post-training vignette provided 

some indication of this. Unanimously, practitioners felt that the vignette was a 

useful way to encourage students to think about knowledge development 

gained from the programme. The vignette was seen as an appropriate 

assessment tool and , as one practitioner suggested: 

... it is an effective way to put their [students] knowledge into practice in a 
meaningful way, within the ethical constraints of child protection training and 
assessment. 

Despite the earlier reservations in terms of question content, the CPQE was 

deemed to be a valid measuring tool for child abuse and neglect knowledge for 

student educators. The general consensus from both groups was that it helped 

to prepare students for debate and discussion during training. An example was 

given by a practitioner in the child protection group: 

I can see how it [the CPQE] will help students to question what is being asked 
and not just what the right answer is . 

Another practitioner agreed that the complexities of the questions will help 

prepare students for the training programme and further develop their 

understanding that: 

Training is not just about reporting responsibilities to a blatant child abuse case, 
its about tackling things early on, understanding the dynamics of families and 
risk factors for abuse, and taking a preventative approach in training 
programmes so that educators are more prepared for professional practice. 

The use of MCQs was recognised as a 'quick and easy way' to test the 

acquisition of knowledge and to identify gaps that could be addressed in training 

programmes. The vignette, a situational scenario, was endorsed as a 

particularly useful measure by all practitioners from both groups. In short, as 

one practitioner pointed out: 

It's a sound questionnaire ... it has six very important topics [themes] and a very 
useful vignette. 
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10.3.4 The Way Forward 

In comments threaded throughout the focus group discussions, practitioners 

welcomed the opportunity to be involved in this research and emphasised the 

importance of the programme for addressing gaps in existing training provision 

and increasing student educators' child abuse and neglect knowledge. A 

number of suggestions and recommendations were made in relation to each of 

the focus group questions. These are briefly summarised as: professional 

networks; programme development; student assessment; and future research. 

Each is considered below. While suggested research was not asked as a focus 

group question, comments provided by experienced practitioners are valid and 

worthy of consideration . 

Professional Networks 

Practitioners in the education group, in particular, welcomed the opportunity to 

be 'kept in the loop' in terms of 'local developments' , to share ideas about 

training content and delivery styles, and to gain from the research in relation to 

'evaluation approaches'. In a similar vein,· the child protection group felt positive 

at the prospect of continued dialogue between focus group practitioners so that 

child protection training in education could move forward . They suggested that 

greater collaboration between higher education institutions in Northern Ireland 

and Department of Education representatives was required to address the 

urgent need for pre-service child protection training; however they warned that 

such an initiative should not be restricted to initial teacher education and that it 

should include early years , health and leisure, social care and other 

undergraduate childcare programmes. To this end , the first recommendation is 

summarised as: 

• the establishment of a network of professionals who are interested in 

developing pre-service child protection training for the future childcare 

workforce. 
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Programme Development 

The consensus of both groups was that the programme was deemed to be an 

effective initiative to increase student educators' child abuse and neglect 

knowledge. The integrated approach and interactive style was strongly 

advocated . Some suggestions were made in terms of topic content, i.e. greater 

inclusion of teaching self protection and sexually harmful behaviour; however 

practitioners accepted that it would be difficult to add more elements to an 

already full curriculum. There was overall acceptance of reaching a balance in 

relation to core knowledge requirements for professional child protection 

practice; it was deemed that the programme reached such a balance. 

Suggestions were made in relation to the acceptance of, and commitment to, 

the programme in higher education more generally. Practitioners felt that this 

was a vital part of undergraduate study and needs to be continued to develop 

educator confidence and competence in the child protection process. It was felt 

that child protection training needed to be a requirement of initial teacher 

education and early childhood studies; at the very least, this was deemed to be 

a minimum expectation of the childcare workforce and would keep in line with 

developments in other parts of the UK. Practitioners felt that teacher educators 

and other higher education tutors required child protection training so that they 

can , in turn , effectively support students through their safeguarding role during 

school-based work and placement experiences. Based on these views, the 

second recommendation is summarised as: 

• the establishment of minimum child protection training requirements in 

undergraduate programmes of study for the child care workforce, e.g . 

initial teacher education , early childhood studies and health and leisure 

studies. 

In relation to this recommendation , there is an additional need to : 

• prepare teacher educators and other childcare tutors for their child 

protection training role in higher education 
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Student Assessment 

The general consensus was that student educators' child abuse and neglect 

knowledge was appropriately assessed tnrough multiple choice questionnaires 

applied pre- and post-training and through the use of vignettes. Practitioners 

also felt that it would be useful to assess if knowledge development was 

retained over time or applied during placement. However, they equally 

recognised that careful attention would be required in terms of what style of 

practice was to be used in assessment due to the topic under scrutiny. Bringing 

different students together during training and subsequent assessment was 

deemed to be a future possibility for the training childcare workforce. In 

summary, suggestions for future assessment, all of which should be 

compulsory, included: coursework and/or examinations on the subject of child 

protection ; role plays; jointed training ; observations of teaching self protection in 

educational settings; and vignettes. Unanimously, the use of vignettes was 

deemed to be the most effective way to assess student progression. The 

recommendation for student assessment is summarised as: 

• the establishment of compulsory assessment procedures to determine 

student educators' child abuse and neglect knowledge progression. 

Future Research 

While this research did not set out to investigate attitudes, values and skills of 

student educators, suggestions were made in this respect for future research. It 

was felt that an exploration into student educators' values would compliment the 

development of future child protection training programmes. Practitioners 

thought that teacher educator views on pre-service child protection training 

needed to be addressed before any training programme could move forward. 

Programme content relating to teaching children self protection skills in 

education settings was welcomed ; however, since this is still an understudied 

domain in the UK and Northern Ireland, suggestions were made for further 

investigation of educators' views, application of skills and effectiveness in 

relation to gains for children . A number of research recommendations were 

made and are summarised as: 
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• higher education tutors' views of, and level of knowledge in , child 

protection ; 

• using a Value Based Interview (VBI) to establish student preparedness 

for effective child protection work in education; 

• exploring students' child abuse and neglect knowledge development 

through pre- post-training vignettes; and 

• investigating the effectiveness of teaching children self protection in 

educational settings: educator views, skills development and child abuse 

prevention . 

10.4 CHAPTER SUMMARY 

This chapter has reported and examined the views of experienced practitioners 

in the field of education and child protection through focus group discussions. 

Overall , this Chapter reported robust levels of professional agreement on a 

variety of issues. Practitioners tended to regard indicators of abuse, knowing 

how to recognise maltreatment and practice issues - in terms of how to respond 

to children and reporting duties to other professionals - as the most important 

features of child protection training , particularly so for pre-service training. They 

all felt that core knowledge was addressed in the training programme and 

welcomed this development at a local level. Practitioners were highly 

committed to the integration of pre-service child protection training and 

advocated the effective use of small group workshops and seminars as training 

methods of delivery. They considered vignettes to be the key learning medium 

and assessment method for student educators and strongly rejected the use of 

large group lectures and the 'add-on ' approach to child protection training. 

However, despite these substantial areas of practitioner agreement, 

expressions of priority and emphasis placed on training content and 

assessment categories revealed some intra-sectoral divisions. Training 

providers demonstrated their belief that priority should be given to knowledge 

development of core practice issues, while child protection practitioners, and 

most practitioners in the education group, contended that a balance of all 
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categories was required to determine the full extent of student educators ' 

knowledge. Overall , both groups, and practitioners within groups, reached the 

consensus that child protection training should include core knowledge in the 

first instance. On the basis of this study, a strong agreement was reached that 

core knowledge was addressed in programme design and assessment methods 

employed . 

These perceptions are of vital importance to the implementation , development 

and management of pre-service child protection training in education in 

Northern Ireland and will be further considered in Chapter 11 of this thesis . 
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CHAPTER 11 : DISCUSSION, CONCLUSIONS AND RECOMMENDATIONS 

11 .1 INTRODUCTION 

The aims of this study were threefold: first, to assess if student educators' 

knowledge of childhood maltreatment increased following participation in a pre

service child protection training programme; second , to consider if there was a 

need to differentiate training for different student groups; and third , to ascertain 

students and practitioners perspectives on pre-service child protection training. 

Therefore three questions were the focus of this research : 

• Will participation in a pre-service child protection training programme 

develop student educators' knowledge? 

• Is there a need to differentiate pre-service child protection training for 

different student groups? 

• What are the views of participants and experienced practitioners in the 

field of child protection on pre-service child protection training? 

In this chapter, these questions will be addressed, with reference throughout to 

theoretical frameworks outlined in earlier chapters of the thesis (Chapters 2-4) 

and to research findings presented and analysed in the later chapters (Chapters 

6-10) . The study produced a wealth of data relating to many aspects of child 

protection training. In order to address the research questions which 

underpinned the study, the most pertinent issues have been identified from the 

findings , recognising that there are many other enlightening issues arising from 

the study. These may form the basis of further research projects. The five 

most significant areas have been identified as follows: 

• meeting the training needs of students; 

• assessment of training effectiveness; 

• gaps in pre-service ch ild protection training ; 

• developing an appropriate training model; and 

• an inclusive approach to the undergraduate curriculum. 
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11 .2 MEETING THE TRAINING NEEDS OF STUDENT EDUCATORS 

As might have been expected , research reported here found that first year 

student educators ' child abuse and neglect knowledge was limited prior to 

participation in the child protection training programme. Within the CPQE, 

results indicated that the majority of students scored fewer than one-third of the 

multiple choice questions correctly and very few responded fully to the vignette. 

Most of the correctly scored questions in the CPQE were related to general 

teaching practice components, such as the use of observations to note changes 

in children 's behaviour, the general role of the teacher and family background. 

Consistent with previous studies (Baginsky, 2000; Cerezo & Pons-Salvador, 

2004 ; Laskey, 2007 ; Walsh & Farrell, 2008) , student educators were unaware of 

the indicators of abuse, legislative requirements, how to respond to and report 

abuse appropriately, and the prevalence of abuse. 

While practical aspects of child protection training during pre-service education 

are important (OFMDFM, 2009), recommendations from the Northern Ireland 

Commissioner for Children and Young People's Rights Review (McMahon & 

Keenan , 2008) highlighted the need for professionals in schools and indeed 

within the wider community to understand the depth of social problems 

associated with childhood maltreatment. Additionally, following the report of the 

statutory inquiry into child protection matters at Cabin Hill School in Northern 

Ireland , DENI & DHSSPS (2005) clearly emphasised the child protection role of 

educators, including preventive work. Findings reported here support these 

assertions with empirical evidence of the need to prepare educators prior to 

their first professional contacts with children. This was evidenced in the post

test CPQE and vignette findings where the majority of students had increased 

their child maltreatment knowledge significantly in all core knowledge themes. 

Whitehead (2008) suggests that an essential starting point in child protection 

training is addressing the realities of abuse and neglect. Understanding that 

abuse is something which can impinge on people's lives is essential. Unless 

this is appreciated and understood fully , she argues that it is less likely that 
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abuse will be recognised when the indicators are present (Whitehead, 2008) . 

This is supported by the views of students in the current study who felt that prior 

lack of knowledge relating to 'the facts' prevented the realities of abuse from 

being accepted by those who have the most professional access to children for 

longer periods of time. 

This was also evident in the pre-test CPQE findings where students recognised 

that child abuse and neglect crosses social as well as cultural boundaries; 

however, the majority of students did not evidence sufficient pre-test knowledge 

in other contributing risk factors of abuse. They did not realise that 

maltreatment, while it occurs in all socio-economic and racial groups, is not 

equally distributed among the groups. Conditions of poverty and disadvantage 

obviously place some children at greater risk of abuse (Gardner, 2008) and 

there is a cumulative effect of multi-type maltreatment (Finkelhor et aI, 2006). 

To address this, family circumstances and history, sources of stress on families 

and wider socio-economic contexts were included in training sessions, a similar 

training approach as that taken by Lidchi (2007) . The aim was to strike a 

balance between increasing student knowledge about potential risk factors for 

abuse and acknowledging that maltreatment occurs in families from all social 

backgrounds. 

Many of the statistical reports , such as the NSPCC document Key Child 

Protection Statistics in Northern Ireland (Hall, 2007) and others (DHSSPS, 

2007a; 2008b ; Fitzpatrick et aI, 2009), highlight the stark reality of increasing 

levels of child abuse and neglect. Research reported here identified that all 

participants required increased knowledge about the realities of child abuse and 

neglect prior to the training programme. This is particularly important as new 

statistics, policies and recommendations regarding protecting children continue 

to emerge (McMahon & Keenan, 2008). Additionally, it is recognised that 

reported maltreatment figures change over time, can be inconsistent between 

studies and only inform what is reported (Creighton, 2004), causing further 

confusion about the realities of abuse for students. 
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Understandably first year students are not expected to have a detailed 

knowledge of childhood maltreatment. However, appropriate pre-service child 

protection training beginning in first year of undergraduate programmes is 

necessary to allow for new research to be integrated (DfES, 2006). Using this 

as a basis to introduce training , students were encouraged to question their 

understanding of maltreatment and to consider what their role in child protection 

might entail. The significant improvement of knowledge related to the realities 

of maltreatment for all four student groups, evidenced in the post-test CPQE 

scores is important for two reasons. First, facing up to the realities of child 

abuse and neglect may contribute to an increased understanding of 

maltreatment as a social problem (Gardner, 200S). Second, a more critical 

approach to personal understanding of a subject may help to dispel some of the 

myths and misunderstandings surrounding the topic early in training (NSPCC, 

2003) . 

The risk factors for abuse and neglect was the only theme in which students felt 

their knowledge had not developed, even though results from the CPQE 

indicated that it had for all groups except BEd Post-primary. Post-primary 

teachers have the added complexities of working with young people because 

adolescence is a period of significant change (sexual, physical, emotional, 

behavioural); these are then compounded when maltreatment occurs (Creeden, 

2005) . 

There are clear training requirements regarding this theme since educators with 

additional knowledge can help guide young people through difficult times and 

stress. It is a well established concern that integration of additional subject 

matter into an already 'crowded curriculum' is difficult to achieve (Sinclair Taylor 

& Hodgkinson, 2001 , p7S). However, risk factors for abuse could easily be 

incorporated into the undergraduate curriculum area Learning for Life and Work 

(CCEA, 2007a) since this strand in post-primary education in Northern Ireland is 

already aligned with the child protection principles of the Children (NI) Order 

1995 and the high level outcomes of the Ten Year Strategy (OFMDFM, 2006) . 
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In fact , the local multiagency Safeguarding Children policy (OFMDFM , 2009, 

p30) strongly recommends that, through Learning for Life and Work, young 

people will have opportunities to 'explore and express a sense of self; 

investigate the influences on young people; and look at the different ways to 

develop self-esteem'. 

Some students felt that they knew more about who might maltreat children and 

why; however, they were still concerned about other adversities that children 

are faced with in Northern Ireland , including stress and mental ill health (HPA, 

2009) , poverty and social exclusion (McMahon & Keenan, 2008) and violence 

within the home (Devaney & Spratt, 2009) . The findings from the practitioner 

focus group help to clarify this position. Although as a group they welcomed the 

full programme content, they acknowledged that the literature regarding risk 

factors for abuse is often confusing and contradictory. Recent work by 

Finkelhor et a/. (2007) also found that it is difficult to determine the risk factors 

for abuse conclusively because children can experience poly-victimisation, i.e. 

more than one type of abuse. 

This seems to be in line with the Carter and Myer (2007) argument that it is not 

possible to draw causal conclusions from data since correlations between risk 

factors and maltreatment, as reported in the literature, require careful 

interpretation . However, there is a strong argument for a continued need to 

research and learn about the risk factors of abuse so that frontline practitioners 

are prepared for their child protection role. This position is taken by Camfield et 

a/. (2009) and by Layard and Dunn (2009) , who further contend that UK public 

policy must prioritise the interests of children who face the greatest adversity 

and disadvantage. This increased understanding of the potential associations 

between adversity and the associated risk factors , and children 's well-being, 

has seen a rise in policies and practices within educational settings across the 

UK (Waters, 2008) ; yet Walsh (2007 , p63) points out that there is still 'a concern 

within some areas of Northern Ireland about young children 's health and well

being '. Evidently, if educators are to contribute to children 's well-being and 
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recognise the risk factors that may impinge on their lives, there is a need to 

address this theme during teacher education . 

Another purpose of the CPQE was to examine student educators' knowledge in 

relation to indicators of abuse and neglect. Most of the students were not 

familiar with and could not distinguish between some, or all, of the different 

types of abuse prior to the training . This further highlights that there is a need 

to develop students' ability to, not only define child abuse and neglect, but to be 

able to recognise it in all its forms early in the undergraduate curriculum. 

Indicators of abuse are not exclusive to a single type of abuse; they often 

overlap (Gardner, 2008). However, a basic understanding of behavioural and 

physical trajectories of maltreatment is at the core of maltreatment response 

(Kenny, 2004) . Using scenarios and seminar time during training , students 

were provided with opportunities to discuss a wide range of signs and 

symptoms relating to maltreatment. 

Having studied the effects of training on educators' knowledge regarding child 

protection responsibilities , Hawkins and McCallum (2001) found a significant 

difference between trained professionals and non-trained professionals 

regarding emotional abuse knowledge. This led them to conclude that trained 

educators in child protection were more likely to understand the full range of 

abuse types. They argued that supporting the role of educators in the child 

protection process and engagement in child protection training were compelling 

factors in knowledge development (Hawkins & McCallum, 2001), a finding that 

was supported by the CPQE and vignette results in the present study. 

Thorough knowledge of the definitions of child abuse and neglect and the 

associated indicators has been shown to make newly qualified teachers more 

confident in their role in the reporting process (Baginsky, 2003) . Statistical 

analyses in the current study indicated that all groups significantly increased 

their knowledge in child maltreatment content related to indicators of child 

abuse and neglect. 
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Recognising the required level of involvement of education staff is also 

important. Although participants in this research ultimately will not be expected 

to make a diagnosis of abuse (DfES, 2006), they will need to be able to raise 

concerns and make reports where necessary. These important issues were 

addressed throughout the training since having the knowledge to recognise 

abuse when it occurs is the first step in effective response to maltreatment 

(CPSSS & DE, 2007). Post-test vignette findings in this study indicated that, in 

a hypothetical practice scenario, the majority of students should be able to 

respond appropriately and effectively to a child in an educational setting 

because they recognised the situation as a concern. Most of the experienced 

practitioners felt that this was an urgent requirement of student knowledge 

development; a viewpoint reinforced in the literature. For example Webster et 

al. (2005) advocated the use of vignettes to support educators' learning and 

understanding of recognising abuse and , in turn, appropriate reporting 

procedures. They indicated that training can reduce educators ' fear of reporting 

repercussions, especially for first time reporters. 

The CPQE also revealed significant knowledge development regarding the 

impact of abuse. Drawing on brain research (see for example the work of 

Perry, 1996, 2000, 2001), the issue of maltreatment impact has been identified , 

on the grounds that if children are not exposed to a rich stimulating 

environment, that development in this area might be stilted (Bevans et aI, 2005 ; 

Creeden , 2008a; van der Kolk, 2005). The fact that ECS and BEd Primary 

students increased their knowledge of these important child development points 

is to be welcomed , particularly so, since their undergraduate degree has a focus 

on educational practice within early years and with primary school-aged 

children . This was not the case for H&L and BEd Post-primary, suggesting a 

training requirement to meet the needs of these groups. 

Within the recognition theme, two questions were related to recognising neglect 

and the potential impact on children and young people. The H&L and BEd 

Post-primary groups may well fall into the category of pre-service professionals 
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who, according to Dubowitz (2007) , find neglect to be the least understood type 

of maltreatment. There is a clear need to develop this within future training 

content, especially since it is well known that neglect lacks a standardized 

definition and it is the least understudied form of maltreatment (McSherry, 

2007) , in addition to the association with neurodevelopmental consequences 

(Perry, 2001) . 

As well as neglect, this theme also contained questions aimed at dispelling the 

myths surrounding CSA and physical abuse of children . Since these types of 

maltreatment have been associated with a number of short- and long-term 

consequences (see for example Creighton , 2002 ; Kendler et aI, 2004; Nelson et 

aI, 2002) , it seems that pre-service educators require specific training in 

recognising all forms of maltreatment. These findings are of particular 

importance since the inability to recognise abuse 'reduces the likelihood of 

reporting ' (Hawkins & McCallum, 2001 , p311) . 

Prior to the training , knowledge related to other practice issues indicated that 

the majority of students provided an inappropriate response to suspected child 

abuse and neglect in an educational setting . Over three-quarters of the sample 

did not know that educators are not directly involved in child protection 

investigations. This suggests that, prior to the training the majority of students 

were not familiar with the role of the designated person or the role of social 

services in the child protection process. These findings, which emerged in the 

pre-test vignettes, as well as in experienced practitioner focus groups, raise 

concern regarding response to disclosure of abuse by a child and participant 

knowledge of appropriate reporting procedures. The findings concur with 

previous studies (Cerezo & Pons-Salvador, 2004; Goldman, 2005; 2007; Walsh 

et aI, 2006) revealing school-based professionals' lack of knowledge and 

awareness of reporting protocols and reinforce the need for training to promote 

pre-service educators ' confidence in their child protection role . The descriptive 

analysis of the post-test vignette revealed that the majority of students were 

concerned about the hypothetical situation , were able to respond to the child 
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appropriately and understood the importance of internal reporting procedures in 

educationa l settings. 

When students are on school-based work and placement experiences and , 

indeed, during their entire subsequent professional practice, they must establish 

a balance between the rights and protection of the child, the rights and 

responsibilities of parents/carers, and the requirements of the legal system 

(Sinclair Taylor & Hodgkinson (2001). The key messages for schools in relation 

to child protection procedures have already been outlined in relevant guidance 

documents in child protection (e.g. CPSSS & DE, 2007; DENI , 1999; DfES, 

2006 ; OFMDFM, 2006a). Yet, prior to the training few of the students in the 

present research were familiar with the key principles of the Children (NI) Order 

1995 and the key issues surrounding the welfare checklist , both of which 

provide a knowledge base for professionals in terms of decision making with 

regard to reporting maltreatment (Regional ACPCs, 2005) . 

There is a recognised need to involve a range of professionals in the child 

protection process, and the failure of multi-agency communication has been 

blamed in fatal child abuse cases (Reder et aI, 2003) . Skills in multi-agency 

work can be developed through training (Brandon et aI, 2006; Frost & Robinson , 

2007; Laskey, 2007) . However, participants in the current study demonstrated 

their awareness of the role of social services and their own duty to care (DENI , 

1999; DHSS, 1996a), i.e. to report concerns about a child to the designated 

child protection officer after the training only. In terms of relevant legislation and 

local government policy and guidelines, a mixed range of pre-training 

knowledge was in evidence. This is of particular significance given that 

guidance documents pertaining to child protection in education in Northern 

Ireland clearly advocate that anyone who has direct contact with children and 

young people, including students, has a moral duty to protect (Regional ACPCs, 

2005; CPSSS & DE, 2007). 
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Legal and policy initiatives were included in the programme and post-test CPQE 

findings revealed that a significant increase in knowledge was indicated for the 

aggregate group. However, contrary to the views of all student groups that they 

developed knowledge of the legal and policy context in Northern Ireland, the 

post-test CPQE indicated that only two groups, BEd Primary and BEd Post

primary, significantly increased group scores for this theme. The need to 

prepare educators for their moral and legal responsibilities , in this case early 

years practitioners and health and leisure professionals, is supported by 

research evidence of young children 's high levels of ill health , poverty and 

increasing levels of mental health issues and the number of pol icies that have 

been put in place in Northern Ireland to overcome such concerns (Walsh , 

2007). Contained within the Children (NI) Order, the UNCRC and more recently 

the Ten Year Strategy (OFMDFM, 2006a) is a clear need for professionals, 

including educators, to take children 's well-being seriously. Walsh (2007) 

contends that, in order to be effective, educators' approaches to and 

understanding of children may have to change which , of course, is made 

difficult when a lack of knowledge surrounding educators' legal and moral 

responsibilities is in evidence. Not to address this training need might leave 

early years and health and leisure practitioners to work , at a national level , 

within their own subjective interpretations of the law. At a local level, a lack of 

knowledge related to policy guidance offers the prospect of different ways of 

working with children in a setting , a lack of continuity of approach and , 

accord ing to Water (2009) , a potential undermining of positive outcomes for the 

child . 

These findings are consistent with international literature which helps shed light 

on the specific pre-service training requirements of educators. For example, 

Walsh et al. (2006, p72) reasoned that the legal and moral responsibility of early 

years practitioners detecting and reporting maltreatment is considered a 'critical 

first step towards addressing the potential lifelong impact of abuse'. The 

importance of train ing in this theme for the H&L group is also clear in local 

policy directives. For example, child protection requirements have recently 
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been embedded within specific terms and conditions of awards in sport, leisure 

and health environments (OFMDFM, 2009). Integration of these topics into the 

pre-service curriculum will no doubt contribute to increased preparation for 

professionals legal child protection responsibilities in Northern Ireland . 

Overall , while students appeared to recognise the importance of their role and 

the contribution they can make in the child protection process, prior to the 

training they were less informed about the practical components of addressing 

the issue of child abuse and neglect. It is critically important for these practice 

issues to be addressed during training for the reasons already outlined in the 

literature. The post-test vignette findings demonstrated initiative, dedication and 

problem solving affirming students' application of knowledge gains obtained 

through the programme; however there was also evidence of a need to consider 

the differentiated training needs of student groups identified through the CPQR 

post-test scores. These included the legal and policy context of child abuse for 

the H&L and ECS groups; the risk factors theme for the BEd Post-primary 

group; recognising all forms of childhood maltreatment for the H&L and BEd 

Post-primary groups; and additional training components related to practice 

issues for the ECS group. If these training requirements are not addressed 

during programme development, it seems likely that only the more blatant 

examples of abuse will be recognised and reported by pre-service educators. 

11.3 ASSESSMENT OF KNOWLEDGE DEVELOPMENT 

The assessment process used in this study was similar to that taken by Walsh 

and Farrell (2008, p596), whereby 'a broad range of types of knowledge that 

may be required for working effectively with child abuse and neglect' were 

assessed , instead of focusing narrowly on one child protection theme. Like 

most assessment measures, strengths and limitations were identified from the 

findings . A limitation was that this approach risked overlapping categories of 

knowledge into discrete themes and focusing knowledge over other aspects of 

skilled practice such as values, attitudes or beliefs, a point raised by one 

experienced practitioner in the focus groups and also considered in the 
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literature (Feng et ai, 2009; Haj-Yahia & Attar-Schwartz, 2008) . A key strength 

was that different types of knowledge could be distinguished and used to inform 

training design and content, a point raised by the majority of participants in this 

study and supported by empirical evidence (McCallum & Baginsky, 2001 ; 

Laskey, 2007 ; Watts & Laskey, 1997) and government guidance (DfES, 2004b ; 

DENI & DHSSPS, 2005; DoH, 2002) . 

As already stated , one of the aims of this research was to see whether 

participation in a pre-service child protection training programme would increase 

student educators' knowledge. A key purpose of the multiple choice 

questionnaire was to examine student educators' knowledge in six core themes 

previously identified as suitable by child protection personnel in the participating 

institution during the piloting stage of this study and since supported in the 

theoretical frameworks (see in particular Chapter 4). The findings from this 

study advance research and practice by providing insights into the future 

direction of child protection training assessment and development in pre-service 

education . 

The CPQE was seen by experienced practitioners as a method to engage 

students in the learning process due to the depth of the questions. By making 

students think about what was being asked , rather than simply ticking a box, 

practitioners felt that this style of assessment encouraged 'deep level learning ' 

and was an ideal opportunity to raise debate and discussion during training, a 

point advocated by Mathews and Walsh (2004) and others (Kenny, 2004; 

Penter et ai, 2005) . The vignette also revealed considerable depth to post-test 

responses whereby the majority of student educators recognised the 

hypothetical scenario as being a concern , responded appropriately to the child 

and understood the importance of reporting . It could be suggested that the use 

of scenarios throughout the training contributed to knowledge development 

since pre-test vignette scores were considerably lower. 
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Data at this stage broadly fell into three types of response: first year students 

did not recognise when a concern was being raised and made little reference to 

reporting ; students recognised the concern but failed to report; and students 

reported the concern but failed to respond appropriately, probably through lack 

of knowledge. These data are reminiscent of findings by Webster et al. (2005) , 

who, using vignettes , were able to measure both recogn ition and reporting 

tendencies among educators, concluding that, amongst other variables, 

educators who tended to under-report had less child protection training. In light 

of government guidance regarding the importance of reporting .abuse (CCSSS 

& DE, 2007 ; DfES, 2006 ; DENI , 1999), the tendency for first year students to 

under-report was of concern as it appeared that adequate emphasis was not 

being given to different capabilities the students might possess; in this case 

their recognition of the concern but failure to report. Based on data from the 

audit, adequate opportun ity to develop this potential was not being offered prior 

to the research . 

In a recent report (OFMDFM, 2009) , reference was made to the need to provide 

front line professionals with child maltreatment knowledge and how this 

knowledge might be assessed . The fact that this point was borne out in the 

experienced practitioner focus group findings might suggest that the emphasis 

on formal assessment through course work and examinations in the current 

undergraduate curriculum prevents effective and creative means of measuring 

student educators' knowledge of maltreatment. While the recommendation to 

establish 'standards and curriculum' for child protection training in ITE are to be 

welcomed (DoH , 2002 , p4) , as previously mentioned the report does not clarify 

how these 'standards' are to be assessed . Additionally, the criteria governing 

all courses of initial teacher education in Northern Ireland require newly 

qualified teachers 'to have acquired the necessary foundation to develop a 

working knowledge of their contractual , legal , administrative and pastoral 

responsibilities' (DENI , 1999, p38) ; yet, it is a matter for individual institutions 

within this framework to determine 'appropriate coverage' (DENI , 1999, p38) . In 

the absence of a suitable instrument to assess core knowledge of child 
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maltreatment, a gap also identified in the UK and Australia (Baginsky & 

Hodgkinson, 1999, 2000; Walsh & Farrell, 2008) , and taken with the findings 

regarding assessment procedures from the focus groups, it could be suggested 

that the approach used here to assess knowledge should be used as an 

indicator of programme effectiveness more generally. 

11.4 GAPS IN PRE-SERVICE CHILD PROTECTION TRAINING 

A key concern that emerged from the focus group findings was that newly 

qualified educators ' awareness of maltreatment in Northern Ireland is generally 

'poor'; however this was not seen as personal shortcomings on the part of the 

educators. The consensus was that educators do not see themselves as front 

line practitioners and when they do, they are confused as to their role in the 

child protection process. It was felt that educators, unsurprisingly because of 

limited child protection preparation, lack confidence in their ability to detect 

maltreatment, as well as their ability to respond to, and report, abuse. This 

finding is important because it accords with international research that identifies 

an association between lack of pre-service child protection training and lack of 

preparedness when dealing with maltreatment (Cerezo & Pons-Salvador, 2004; 

Feng et aI, 2009; Webster et aI, 2005) . 

Experienced practitioners tended to espouse the belief of Penter et al. (2005) 

that child protection training during professional practice is difficult to achieve. 

The vast majority felt that increased workload, limited resources and restricted 

access to trainers reduced the chance of on-the-job child protection training. In 

line with these findings is the recent work of Rossato and Brackenridge (2009) 

who found that, among similar concerns raised by Penter et al. (2005), newly 

qualified teachers cited lack of time as a restriction to post-qualifying child 

protection training . However, practitioners in this study also acknowledged that 

teacher educators needed to be made aware of the importance of childhood 

maltreatment so that such restrictions do not prohibit child protection training 

from being delivered in the undergraduate curriculum. Data from the focus 

groups identified the lack of appropriate challenge that is offered to student 
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educators in terms of child protection training and the over-emphasis that is 

placed on well-written and organised lesson plans, reinforcing the earlier work 

of Baginsky and Hodgkinson (1999), Watts and Laskey (1994; 1997) and " 

Duncan (1999) who called for more emphasis on child protection training. 

It appears that Walsh and Farrell's (2008, p587) notion of an undergraduate 

'discipline-specific knowledge base for child abuse and neglect' for preparing 

future teachers has not fully developed in Northern Ireland, as evidenced by the 

unanimous agreement among experienced practitioners in this study. These 

concerns were also expressed by student educators who, apart from 

participation in this research, felt that there was a lack of child protection 

preparation in the existing undergraduate curriculum. This view is consistent 

with Goldman (2007, p379) who argued that 'lack of preparedness' during 

teacher education seems unprofessional because it implies that newly qualified 

teachers are expected to fulfil their legal and moral child protection 

responsibility from the first day of being employed, without any pre-service child 

protection training. Similar to UK findings (Baginsky, 2000; Baginsky, 2003), 

student educators in this study added that the existing undergraduate 

curriculum was subject specific and failed to address child maltreatment 

knowledge in-depth. 

These expressions must be viewed alongside matter-of-fact statements by the 

experienced practitioners about how initial teacher education institutions need 

to consider the inclusion of core child protection training in the undergraduate 

curriculum. They explained that training related to recognising maltreatment, 

responding to children following abuse disclosure and how to follow procedures 

in terms of reporting, would be the first step in developing student educators' 

knowledge and, in turn, their confidence and their professionalism. These 

findings reinforce Baginsky and Macpherson (2005, p328) who suggested that 

educators' responses to maltreatment must be based on 'understanding and 

confidence, not checklists'. They argued that student educators have limited 

opportunities to reflect on practice and yet they are required to respond quickly 
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and professionally when faced with a child protection concern (Macpherson & 

Baginsky, 2005) . This study evidences that when given the opportunity to 

reflect and learn, pre-service educators can be trained to respond more 

appropriately, even early on in their training. 

In particular, this study found that pre-service child protection training in the 

participating institution was limited. Prior to the study, only five topics 

associated with child protection were included in undergraduate programmes. 

These were brief and deemed only to be adequately covered (rather than 

satisfactorily) . One undergraduate programme did not offer any of the topics 

provided in the audit. Where staff were encouraged to refer to other related 

topics that they deemed fit for purpose, none was added. These findings are 

not new but instead reinforce the international thinking based on an array of 

empirical evidence, such as, in the UK (Baginsky & Macpherson, 2005; 

Baginsky, 2007) ; in the US (Goldman, 2005; 2007; Kenny, 2004; Kenny et ai, 

2007) ; in Asia (Briggs & Potter, 2004; Chan et ai, 2000; Feng et ai, 2009; Potter 

et ai, 2002); in New Zealand (Duncan , 1999; Rodriguez, 2002) and in Australia 

(Hawkins & McCallum, 2001 ; McCallum, 2002; Laskey, 2007; Mathews & 

Walsh , 2004; Walsh & Farrell , 2008). 

It is reasonable to extrapolate from international literature and the findings of 

this study that pre-service child protection training requires development. As 

Rossato and Brackenridge (2009, p82) explain , pre-service child protection 

training is, 'deficient in both consistency of delivery and in content' and that it 

has been known to be, in some initial teacher education courses, 'at best, 

unbalanced and , with specific regard to reporting procedures and practices, 

inadequate'. Students consulted during this study perceived themselves to be 

well prepared by the training programme for key aspects of their unique role, 

such as recognising a concern and responding to children and young people, 

reporting procedures in an educational setting , and their legal and moral child 

protection responsibilities . 
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However, their perception of being unprepared to recognise all the complexities 

associated with child abuse and neglect reflects a training gap also identified by 

experienced practitioners. While it is difficult to prepare student educators for 

the realities of a maltreatment situation , application of core content, as 

highlighted in the current study, should help to improve knowledge, 

understanding and , in turn , confidence. In this way, training might address the 

emerging conviction about the necessity to act in ways that reflect concern for 

the child , as opposed to student educators ' 'concern for themselves ' (Laskey, 

2007 , p9). 

11 .5 DEVELOPING AN APPROPRIATE TRAINING MODEL 

Findings from this study revealed that experienced practitioners welcomed the 

opportunity to contribute to pre-service child protection training development. 

They identified a gap in current provision and expressed a belief that this 

research was to be welcomed in Northern Ireland. In their opinion, there is a 

need to include a wide range of stakeholders in programme development, 

including student educators, teacher educators and undergraduate curriculum 

providers so that the specific training needs of students can be met. A similar 

appreciation of the importance of programme design has been voiced by 

Lachman and Bernard (2006) , who discussed the need for adaptable, creative 

and flexible training approaches. Sinclair Taylor and Hodgkinson (2001) also 

warned of the complexities associated with achieving a training content and 

practice balance. Indeed the complexities of programme design and 

development are not new. In England , for example, the 'minimum expectations, 

standards and curriculum for child protection training ' (DoH, 2002 , p4) in 

teacher education programmes is not clarified in terms of what a minimum 

expectation is, what standards are to be achieved or how they are to be 

assessed . 

There was broad agreement among stakeholders about the features of a quality 

pre-service child protection training programme, supported by the findings of 

post-test knowledge gains in core subject matter. Offering student educators 
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some degree of freedom in the learning process during child protection training 

has also been identified by Walsh et al. (2006) as being requisite to the quality 

of the learning experiences. The pre-test findings identified the need for 

education students to be equipped to respond to childhood maltreatment and 

the students, themselves, recognised this as a core skill to be gained through 

participation in training . For experienced practitioners, the preparatory aspect 

of the programme was seen as important for all childcare students: they saw the 

main aim of the programme in terms of core knowledge development upon 

which specialised content could be creatively developed to suit the individual 

needs of student groups. 

According to McCallum and Baginsky (2001) , consideration needs to be given 

to the delivery style and duration of training , as well as to content during 

programme development. When child protection training is delivered to large 

groups as a single event, this will do little to enhance participant knowledge of 

the content. Laskey (2007, p7) adds that 'one-off sessions of limited duration 

are ineffective' and that the preferred extended time frame allows for 'revisiting 

of difficult topics and time to reflect' . This approach, whereby student educators 

are provided with opportunities to participate in training over a longer period of 

time and in small , interactive groups, is what all the participants in this study 

recommended . Stakeholders in the consultation process expressed 

overlapping concerns about delivery of child protection training programmes 

inasmuch as lectures were deemed inappropriate. 

Experienced practitioners in particular warned that teacher educators should be 

involved in programme design from the consultation stage so that previous 

errors regarding train ing approach would not be repeated. In relation to 'mass 

lectures' as a means to cut down on costs, they argued that a financially 

expedient higher education system which prioritises profit and strives for 

financial gain is often at the expense of risking the totality of student 

experiences. The experienced practitioners advocated interactive workshops 

as a means to convey the topic of childhood maltreatment, and to allow time for 
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students to consolidate knowledge and to reflect on practice , supporting the 

theoretical viewpoint that professional development is characterised and 

enabled by the process of reflection (Leeson , 2004). 

Student educators also claimed to prefer this approach over lecture-style 

tra ining . Overall , it was felt that the nature of workshops during training would 

enhance participant knowledge (as argued by, for example, Baginsky & 

Hodgkinson, 2000; Kenny, 2004; Walsh & Farrell , 2008; Walsh et ai, 2006). 

These findings indicated consensus regarding an appropriate way to meet pre

service educators' train ing needs, an approach contained within the programme 

developed for this thesis and consistent with the literature. The findings from 

the present study would suggest that if a similar approach were to be carried 

out by all higher education institutions in Northern Ireland , the overall level of 

training , as previously identified by experienced practitioners, might be 

improved . 

Since current policy in England and Wales is tied to Every Child Matters: 

Change for Children (DfES, 2004c), Baginsky and Macpherson (2005, p329) 

suggest that educators will need to reconsider their role in protecting children 

through 'helping to devise and implement a curriculum for protection'. This was 

also drawn out in the focus group data . Referring specifically to programme 

content, the findings from this study revealed an increased recognition and 

understanding of the importance of schools' curriculum development in relation 

to teaching children to protect themselves. It was suggested that the first step 

in achieving this was to address the issue during pre-service child protection 

training . Experienced practitioners were concerned that, until the myths and 

confusions surrounding self protection were addressed in the undergraduate 

curriculum , it would be difficult to achieve in practice. 

Despite the traditionally conservative and formal approach of education in 

Northern Ireland (Walsh & Gardner, 2006) , the recent introduction of the 

Revised Curriculum (CCEA, 2007a) , with its informal two-year foundation stage 
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(FS) replacing the first two years of Key Stage 1, has demonstrated a clear 

policy move towards extending the play-based learning approach into primary 

school. However, in developing an awareness of personal safety, usually 

taught through this play-based learning approach (Briggs, 2006) , student 

educators were concerned that training in teaching young children self 

protection skills was lacking in the undergraduate curriculum. They 

unanimously welcomed the topic in the programme content and felt that it was a 

crucial area of learning for educators. The maintenance of this distinctive 

position by future educators is conceptually consistent with Briggs and Hawkins 

(2006) , Potter et 81. (2002) , and Topping and Barron (2009) and provides 

encouraging evidence of growing recognition among student educators of the 

need to prepare schools for children rather than continuing to attempt to 

prepare children for schools. 

Drawing on Grossman's (1990, 1995) domains of teacher knowledge theory, 

Walsh and Farrell (2008) identified six themes of child maltreatment training 

content for student educators: the context in which abuse occurs (risk factors) ; 

learners and learning (indicators, recognition , impact of abuse); general 

pedagogy (professional practice, working with parents); content (realities, 

definitions, laws and policies) ; curriculum (teaching self-protection); and self 

(educators personal limits and help seeking behaviour). They indicated that 

when student educators were provided with opportunities to learn about each of 

these themes, their knowledge increased and they were more prepared for 

professional practice. These themes were consistent with the programme 

content and the CPQE findings in the current study revealed that the aggregate 

group increased knowledge in relation to all six themes. Despite this, some 

groups did not significantly increase knowledge for particular themes within the 

CPQE. There appears to be a need to develop a core child maltreatment 

knowledge base for all student groups, as identified throughout this study and 

contained within the relevant literature, in addition to the provision of advanced 

training to meet the specific training needs of student groups. 
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Overall , there was evidence from this study of a high level of satisfaction with 

the training programme received by student educators. Experienced 

practitioners agreed unanimously that core maltreatment content was provided 

and should continue to do so but they were inclined to disagree among 

themselves regarding priority for topics. They could not reach an agreement 

regarding the depth or scope to be placed on training content. Student 

educators embraced the programme content fully, even though they also 

identified particular topics for development. None of the participants thought 

topics should be removed or reduced but the findings suggest that key 

stakeholders would accept more training in terms of scope and welcome topics 

early in the undergraduate curriculum. At the very least, they should be 

involved in the consultation stage of programme development. 

11 .6 AN INCLUSIVE APPROACH TO UNDERGRADUATE CURRICULA 

Although it has now become widely recognised that the teaching of a 

knowledge base of issues related to child protection needs to begin during pre

service education (8aginsky & Macpherson, 2005), studies have shown that 

child protection training is often overlooked in favour of other core curriculum 

areas (8aginsky, 2003) . Furthermore, because most teacher education and 

other childcare courses do not make pre-service child protection training 

compulsory (McKee, 2008), some students will graduate without the knowledge, 

skills and attitudes required to effectively protect children . The necessity for 

pre-service child protection training for educators is of course particularly urgent 

because, apart from parents or other primary caregivers , educators have the 

most continuous and regular contact with children (Sinclair Taylor & 

Hodgkinson, 2001). Research reported here found that a significant number of 

students increased their knowledge of core child protection subject matter and 

that stakeholders in both focus group consultations welcomed the introduction 

of a pre-service child protection training programme in the undergraduate 

curriculum. 

283 



Students may currently undertake a range of graduate and postgraduate 

courses to qualify for professional teaching status. This situation provides an 

ideal opportunity to create a discipline-specific knowledge base about child 

abuse and neglect, and then to creatively integrate advanced levels of training 

content based on the differentiated training needs of client groups. In terms of 

valid education qualifications, the acceptance of both initial teacher education 

and diversified training courses appears to reflect an indecisive view about 

whether there is a need to integrate pre-service child protection training into the 

undergraduate curriculum. It does not appear conceptually coherent to 

continue to expect student educators to fulfil their unique, demanding, complex 

and essential child protection role without sufficient preparation. 

While Kenny (2004) recommends that training efforts can be established within 

undergraduate curricula, this training needs to be developed with an emphasis 

on different training levels for different groups. The findings of this study concur 

with Laskey (2007) and Walsh et aI's. (2006) recommendation for enhanced 

training , with compulsory study at pre-service stage. Further and higher 

education colleges and universities can support this by having clear, accessible, 

written policies for academic personnel, students, and others involved in 

relevant curriculum delivery. In particular, a child protection co-ordinator should 

be appointed with responsibility to implement and monitor differential training 

procedures, provide support to both staff and students, and to provide ongoing , 

integrated pre-service child protection training that meets the specific needs of 

individual groups. 

The Committee for Employment and Learning (2009, p22) see 'the possibilities 

surrounding inter-professional education' as a key benefit to staff and students 

in initial teacher education in Northern Ireland. This proposal, coupled with the 

training recommendations made by the student focus group participants, hold 

potential for the inclusion and development of shared learning and teaching in 

child protection between frontline professionals. It seems appropriate, 

therefore , that pre-service child protection training in Northern Ireland could be 
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set in a broader context than that of teacher education. This stance is 

consistent with ongoing developments in the UK, e.g. Common Core of Skills 

and Knowledge for the Children's Workforce (HM Government, 2005) and the 

Children 's Workforce Strategy (HM Government, 2007), which set teacher 

education and early years training in a multi-disciplinary context; this strategy 

has yet to be followed through in Northern Ireland. 

There is a strong argument that graduates of an education degree that provides 

a shared learning experience with other professional groups may be better 

equipped for their child protection role in educational settings. This position is 

taken by Kirk and Broadhead (2007) who further contend that joint training of 

educators and social workers , for example, as currently practised in the UK and 

in one undergraduate degree in Northern Ireland, reinforces the multi

professional context of child maltreatment response . It is significant that one 

student group, which had recently experienced such a shared learning 

opportunity, linked shared training with effective shared working environments. 

Such shared learning opportunities have been developed in England, whereby 

teacher and social work students share placement experiences (Kirk & 

Broadhead , 2007) and one similar project has recently been initiated in 

Northern Ireland (McKee, 2008). At present, the local project focuses only on 

child protection and multiagency work, but there is obvious scope for extension 

into other aspects of the professional shared knowledge base and for the 

development of shared training structures. 

It could be argued that this inclusive approach to the undergraduate curriculum 

may, in turn, contribute to a whole school ethos of becoming what Cole et al. 

(2005) describe as a trauma sensitive school. At a local level , the multiagency 

Safeguarding Children policy (OFMDFM, 2009), clearly advocates a whole 

school approach to safeguarding and identifies that schools must: encourage 

pupils to develop safety strategies through the curriculum; ensure that only 

suitable persons work and have contact with children and young people; and 

that all staff are able to appropriately respond when a child protection concern is 
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raised . Ultimately, through better understanding these three main elements of 

safeguarding in education , schools may be better equipped for their trauma 

sensitive response. 

The content of pre-service child protection training currently appears to lack 

strategic input at local level and this may be explained by the fact that child 

protection train ing is currently taking place within a context of uncertainty about 

future child protection policy developments. No agency in Northern Ireland has 

overall responsib ility for the planning, coordination and delivery of broad based 

child protection education and training across agencies, voluntary and private 

sectors. The need for a more coordinated approach to the pre-service and 

ongoing training and professional development on issues of child protection has 

already been identified in the literature. Training can only be truly effective 

when the service for which the training aims to equip is clearly identified . 

11 .7 LIMITATIONS AND FUTURE RESEARCH 

All research has limitations. As McGrath (1982 , p80) points out, research 

should not be seen as 'a set of problems to be solved but as a set of dilemmas 

to be lived with '. 

In this research , the lack of a comparison group of students who did not receive 

the training could be considered a limitation . Comparison groups are usually 

constructed through a matching process at the beginn ing of the research or by 

randomized assignment (Butchart & Phinney Harvey, 2006) . Comparison 

groups are not considered essential in all pre- post designs given that the 

population prior to participating in the training or intervention serves as its own 

control (Dillenburger, 1998). Generally, pre- intervention data are considered 

the baseline that, if stable, would not change significantly without the 

intervention . Changes in post- data therefore (all things being equal) are 

re lated to the intervention . In this study, in addition to pre- data, a number of 

different groups of students were used to participate and thus a na"lve 

comparison group could be considered dispensable. 
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Despite this , extensive efforts were made to secure a control group. Several 

teacher education institutions were contacted in Northern Ireland , the Republic 

of Ireland and throughout the UK regarding participation in this 'Study. Although 

they were offered the opportunity to receive the training after the study, they 

were unable to take part. Ultimately, this study went ahead without a 

comparison group, and future studies may consider the use of control groups. 

Guided primarily by ethics in research but also by employer requirements, 

participation in the programme was voluntary. To this end, the sample size had 

reduced by the end of the study and those who participated throughout perhaps 

exemplify a more motivated sample genuinely interested in childhood 

maltreatment issues. Consequently, current results may represent a 

conservative estimation of knowledge. If, for example, students who did not 

complete the CPQE and vignette at all three tests were indifferent to child 

abuse and neglect, their responses may have strengthened the pattern of lower 

levels of knowledge development and inaccurate responses. Despite the large 

percentage of attrition (34%), it is not clear whether this attrition has distorted 

the representativeness of scores. For example, the reason for excluding some 

students in the final analysis was mainly due to selection criteria, i.e. they 

attended all training sessions but did not fully complete all three CPQE tests or 

they could not attend one training session for genuine reasons, rather than 

students who chose to withdraw from the study. 

However, when considering differential sample attrition , that is when the 

population of one group is reduced more frequently than another, it makes it 

more difficult to attribute the difference in test scores to the intervention. Future 

studies should consider whether attrition is concentrated among particular 

groups by running sample attrition analysis, in addition to controlling for other 

variables , for example age, gender, previous child protection experience and 

attitudes in relation to the research subject. 
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The study also examined students' anticipated response and reporting 

decisions on a hypothetical scenario that may not echo their response in actual 

practice. This potential research limitation affirmed the need to apply and 

analyse the vignette responses at three tests to see individual and group 

improvements following the training . This limitation is endemic to any study 

using vignettes and one way to advance research is through assessment in 

practice, as already outlined by stakeholders. Future research should address 

this issue. 

A pre- post-research design is an effective way to measure outcomes. Most 

studies using this approach apply a mid-test so that the intervention can be 

adjusted if required. In this study, the intervention was the training programme 

and a mid-test was carried out to monitor the effectiveness of the intervention 

only. However, the mid-test may be seen as a self-monitoring tool whereby 

without it, students may have lost focus on the training. It could be suggested 

that the mid-test was a reassessment for students to motivate them and to 

target their behaviour towards the learning process. Even though students did 

not receive feedback during the study, the mid-test vignettes demonstrated a 

clear knowledge increase for all groups. Future research might consider asking 

if mid-tests are part of the training effect or whether they are in fact a necessary 

component of pre- post-design. 

In addition to the CPQE and vignettes used to obtain student educators' 

childhood maltreatment knowledge, focus groups were conducted to establish 

perspectives on pre-service child protection training and self-perceived 

knowledge development. A note of caution, however, is required in relation to 

student focus groups. They are not easily replicable and cannot be generalised 

to other settings. It was a small purposive sample of student educators who 

had recent experience of training and they all demonstrated enthusiasm to learn 

more about child protection. It cannot be assumed that all student educators 

can apply this enthusiasm and knowledge in a practice situation and it is 

unrealistic to suggest that their self-perceived knowledge development and 
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enthusiasm to participate in training would result in the same levels of 

maltreatment response in other educational contexts. 

Despite these limitations to the study, it is important to heed their main 

messages. Participants in the focus groups to a large extent validated the 

findings from the post-test CPQE and vignettes in terms of core knowledge 

content. Experienced practitioners viewed the increase in students' knowledge 

as significant and more importantly, long overdue. Future research may 

consider running a focus group prior to the intervention/training. 

A limitation to the assessment approach of this study was that student 

educators' knowledge development could not be assessed in practice. Future 

assessment might consider tracking graduating educators into educational 

settings to study their application of child protection knowledge in practice. 

Baginsky (2003) found that educators felt that this would contribute to the 

formalisation of childhood maltreatment assessment, a point raised by 

experienced practitioners in this study. Student educators were somewhat 

critical that aspects of the Programme i.e. teaching children self protection were 

not assessed during their school-based work and practice experiences. This 

may reflect their need to demonstrate developing knowledge and their 

increasing ability to engage in the wider safeguarding agenda in educational 

settings. 

11 .8 CONCLUSIONS AND RECOMMENDATIONS 

The aims of this study were to discover whether or not a pre-service child 

protection training programme would increase student educators' childhood 

maltreatment knowledge, to consider the differentiated training needs of student 

groups, and to ascertain the perspectives of students and experienced 

practitioners regarding pre-service child protection training . 

In relation to the first research question, even though some student participants 

initially did not warm to the idea of learning about child abuse and neglect, there 
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was evidence of substantial agreement that participation in the programme 

increased knowledge of maltreatment. The need to provide such training was 

validated by post-test findings and by the views of focus group participants. 

Evidence from this study coincided to a large extent with the concept of core 

childhood maltreatment content established early in the thesis, based on the 

relevant literature. This core content should begin by addressing the realities of 

childhood maltreatment to help dispel the myths surrounding child abuse and 

neglect (Walsh & Farrell , 2008) . Since child protection training needs to 

acknowledge the scope of maltreatment and ensure that content is embedded 

within a social context (Lidchi, 2007) , there is a clear need to address the risk 

factors for, and indicators of, abuse and neglect within the wider Northern 

Ireland context to make the information more meaningful for participants. 

Finally, because of ongoing legal and policy developments in Northern Ireland, 

it is important to integrate educators' legal responsibilities into all core training 

content so that appropriate child protection reporting procedures are accurately 

understood and adhered to . On this basis, the first recommendation is to: 

• develop a core content based compulsory child protection training 

programme for all childcare workforce student groups 

Despite these substantial areas of knowledge improvement, in relation to the 

second research question, student groups increased their knowledge of core 

content to varying degrees. Lack of consistency in terms of knowledge 

development in child maltreatment subject matter has implications for training 

design and development. Policymakers and client groups must engage in 

communication so that pre-service child protection training programmes can 

meet the perceived training needs of student groups. In particular, ongoing 

consultations are required so that specific training requirements can be 

integrated into an already existing curriculum, including: more effective use of 

Learning for Life and Work content for BEd Post-primary students, development 

of practice modules such as Child Protection and Working with Disadvantaged 

Children for ECS students and greater emphasis on the ever changing legal 
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and policy context for all students. On this basis the second recommendation is 

to : 

• develop specific content based pre-service child protection training for 

different student groups in consultation with key stakeholders. 

In relation to the third research question, there was evidence from the study of a 

shared stakeholder view of the essential elements of pre-service child 

protection training content and a need for a coordinated approach to training 

programmes. Pre-service child protection education clearly needs to 

incorporate the increasingly complex family and social circumstances of 

children and families living in Northern Ireland (e.g. socio-economic 

disadvantage, community conflict, disability, mental-health). A joint consultative 

approach to programme development will allow for the broad scope of 

ch ildhood maltreatment to be addressed within a social context and , through 

effective use of community partnerships, holds considerable potential to further 

strengthen the ethos of trauma sensitive schools. On this basis the third 

recommendation is to: 

• establish a Northern Ireland multiprofessional and community network of 

child protection training providers to contribute to the design and delivery 

of pre-service and in-service child protection training to educators. 

The research reported here identified in great detail the training needs of 

students. Others have included these training requirements in the compulsory 

curriculum for teacher licensure and certification and developed at least some 

level of compulsory training courses aligned to the needs of students. The 

findings of this study and the unequivocal views of stakeholders in defending 

the unique role of educators in child protection may prove crucial to the success 

of future preparation for beginning educators. In essence, the argument of this 

thesis is that pre-service educators and those charged with their professional 

training and education have stark choices to make if the issue of child protection 

is to be treated with the seriousness it deserves. 
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APPENDIX 5.1 CHILD PROTECTION TRAINING AUDIT 

The aim of this audit is to determine the level of child protection training that 
students from all undergraduate programmes currently receive. Please indicate 
your level of input b~ ticking the appropriate sections and return to me on or 
before Thursday 20 h May. As indicated in the emailletter accompanying this 
audit, please feel free to nominate ONE member from your team to complete 
the audit on behalf of the undergraduate degree. 

Undergraduate Programme ... ........... ... ... .. .. ......... .. . ... ...... ... ...... . 
Name ..... . ... ..... ...... .. ...... ...... .... ...... .... ....... .............. .. ... . .. . .... . . 
Designation ...... ....... ....... ............ ..... .. .... ... .. ..... . ............... ...... . 
Ext. ......... .... .. ....... .... ......... .... .... ..... .... .. ... ....... ... ... ... .. ..... .. .. .. . 

Please tick the appropriate sections and/or add comments where applicable. 

Adequate Minimal Comment 

cover cover 

Recognising abuse 

Physical indicators 

Behavioural indicators 

Other 

Responding to abuse 

Disclosure from a child 

Disclosure from families 

Anonymous disclosures 

Continued observations 

Reporting procedures 

Recording procedures 

Procedural flowchart 

Child protection plan 

Other 

Preventing abuse 

Teaching self protection 

PSE development 

EMU development 

Significant adult relationships 

Other 
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Adequate Minimal Comment 

cover cover 
" 

Working with other professionals 

Role of designated teacher/person 

Role of social services 

Role of the PSNI 

Role of education welfare services 

Role of the SENCO 

Other 

Legal/policy Context 

Children (NI) Order 1995 

Our Duty to Care 

Cooperating to Protect Children 

Pastoral Care in Schools (DENI , 1999) 

UN Convention on Rights of the Child 

Protection of Staff 

Other 

Case Conference Attendance 

Recording observations 

Writing a report 

Attending case conference 

Outcomes of case conference 

Other 

Court Attendance 

Recording observations 

Writing a report 

Attending court 

Outcomes of court proceedings 

Other 

Thank you for your cooperation and an immediate return would be very much 
appreciated . 
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APPENDIX 5.2 CHILD PROTECTION QUESTIONNAIRE FOR EDUCATORS 

(CPQE) 

Mapping Exercise: Previous/External Child Protection Training 

Name of Participant: _____________ _ 
Student Number: ---------------
Child Protection Training 

1. Have you received any child protection training within the past 12 months outside College? 
(Tick ONE only) 

YES D If yes, please continue with this section only 
NO D If no, please continue with CPQE on next page 

Please state the title of the training course: 

2. Who was the ch ild protection training provider? (e.g. Social Services, Sports Council , NSPCC 

I etc) 

3. What was the duration/length of the training course? (please be specific in terms of time i.e. 2 
I hours, 3 hours, 6 hours etc) 

4. Please give brief details of the training course content 

5. As a result of this training , could you respond fully and appropriately to a child protection 
issue when in school/educational setting? 
(Tick ONE on ly) 

YES D NO D NOT SURE D 

Please explain your answer: 
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Child Protection Questionnaire for Educators (CPQE) 

For all 30 Multiple Choice Questions Please Tick ONE answer only 

Theme: Realities 

1. Which type of abuse is the most prevalent (recorded) in the UK? 
o Physical Abuse 
o Sexual Abuse 
o Emotional Abuse 
o Neglect 

2. How often does a child die in the UK, as a result of abuse? 
o Once every month 
o Twice every month 
o Twice every year 
o Twice every week 

3. What do you think the impact of long-term abuse will be on children? 
o They may have problems with their friends/peers 
o They may struggle with their class work 
o They may misbehave during class time 
o It will probably impact on all of the above (a-c) 

4. Which type of abuse is usually the most difficult to detect? 
o Physical Abuse 
o Sexual Abuse 
o Emotional Abuse 
o Neglect 

5. Sexual abuse of children is perpetrated by approximately how many females? 
o None, it never happens 
o Less than 5% 
o Can be between 10% and 15% 
o About the same as male perpetrators 

Theme: Risk Factors 

6. Which one of the following is more likely to be associated with emotional abuse of 
children? 
o Alcohol and/or drug abuse by parents 
o Parental history of abuse 
o Depression and/or mental ill-health 
o Poverty-related stress 

7. Approximately how many adult physical abusers were physically abused as 
children? 
o 33% 
o 49% 
o 69% 
o 78% 
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8. Why do you think adults sexually abuse children? 
o They are usually not very competent socially 
o They were sexually abused as children 
o They can 't build and sustain adult sexual relationships 
o They suffer depression 

9. Why do you think parents neglect their children? 
o There's usually more than one reason 
o Over involvement in professional career 
o Parents who were neglected as children 
o Poverty 

10. Do family circumstances have any bearing on the general abuse of children? 
o Yes but more prevalent among unemployed and low-income families 
o Yes but more prevalent when parents were abused as children 
o Yes but more prevalent among single parents with lack of family support 
o Yes but usually when families experience a range of problems 

Theme: Indicators 

11 . Which one of the following is more likely to happen when abuse occurs? 
o The child will tell a close adult 
o The child will tell another child 
o Physical symptoms will appear 
o Emotional behaviour will change 

12. Which one of the following is most likely to be related to sexual abuse of very 
young children? 
o Eating disorders 
o Depression 
o Sexual play 
o Physical pain 

13. Which one of the following is the most likely symptom of emotional abuse? 
o Low self-esteem 
o Physical aggression 
o Outward signs of affection 
o Lack of communication skills 

14. When children are being physically abused they are more likely to: 
o Physically abuse other children or adults 
o Display no change in behaviour 
o Display isolated aggressive behaviour 
o Become withdrawn and digressed 

15. Which one of the following is the most likely symptom of neglect? 
o Over tiredness 
o Lack of personal hygiene 
o Hunger 
o Socially isolated 
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Theme: Recognition 

16. Please tick the one statement which you feel is false : 
o An accidental burn with a cigarette will be circular 
o An accidental burn with a hot drink will have splash marks 
o An accidental bruise will turn yellow/green over time 
o A bruise caused by biting will be oval , with a gap at each side 

17. Please tick the one statement which you feel is false: 
o Neglect occurs when a child is not stimulated over a period of time 
o A child who does not get the care and attention they need is neglected 
o Neglect is when a child falls below their expected rate of growth 
o Neglect of a child can cause learning difficulties 

18. Which type of abuse is more likely to delay children 's learning? 
o Physical abuse 
o Sexual abuse 
o Neglect 
o Emotional abuse 

19. Please tick the one statement which you feel is not physical abuse: 
o A child is hit with a belt but it does not leave a mark 
o A child is 'smacked' with a hand repeatedly 
o A child is threatened with being hit by a belt 
o A child is pushed down the stairs for wetting the bed 

20. Please tick the one statement which you feel is false: 
o A 26 yr old female may have sexual intercourse with a 17 yr old male 
o Sexual abuse will cause more harm than any other form of abuse 
o Oral sexual abuse can result in mouth infections or petechial bruising 
o Sexual abuse involves more than penetrative sexual intercourse 

Theme: Practice Issues 

21. If a child alleges abuse by a parent, educational/group staff should: 
o Make a referral to social services 
o Ask the group leader/principal of the school for advice 
o Inform the deSignated teacher/person for pastoral care 
o Ask the parent if they can explain the situation 

22. Where possible, the first response to a child who discloses abuse is to: 
o Reassure the child that everything will be 'sorted out' 
o Inform the child that you may have to speak to another adult 
o Obtain a notebook for a written record 
o Ask the child to repeat exactly what happened 

23. From an educational/group setting , who is the most suitable person to attend 
an Initial Child Protection Case Conference? 
o The child 's class teacher/group leader 
o The adult who was first informed of the abuse 
o The designated teacher/person for pastoral care 
o The school principal/group co-ordinator 
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24. When should the teacher be involved in a child protection investigation? 
o During the initial review of the allegation 
o At the case conference 
o When the police are involved 
o Never 

25. When the 'abused child ' returns to school , the best course of action is to: 
o Be involved in direct therapeutic work with the child 
o Treat the child the same as the rest of the class/group 
o Be more sensitive to the child 's needs 
o Continue to observe the child 's pattern of behaviour 

Theme: Legal/Policy Context 

26. What is the main underlying principle of the Children (NI) Order 1995? 
o To remove children from the risk of significant harm or abuse 
o To protect children at all costs 
o To prevent abuse from occurring 
o To consider the welfare of the child 

27. When child abuse is suspected by an educator, current legislation and policy 
advises that staff should : 
o Make a referral to social services 
o Report their concerns to the designated person 
o Report their concern but only if they are sure 
o Become involved in the investigation where necessary 

28. A role of social services for educational/leisure staff is to : 
o Tell staff how to make decisions about child abuse 
o Tell staff how to investigate the child protection concern 
o Recieve child protection referrals only 
o Be available for consultation and referrals 

29. The 'welfare' of the child means giving consideratior, to: 
o Any harm that the child has, or is at risk of, suffering 
o Trying to keep the child within a safe, secure environment 
o Working with parents in partnership about decision making 
o The chi ld's wishes, feelings and needs 

30. Apart from family members, who is the most likely person to detect abuse? 
o Educational psychologist 
o SENCO 
o Teacher 
o School nurse 
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CPQE Vignette 

Please read the scenario carefully , before answering the following question: 

Mary is a child who lives with her single-parent mum and her 22-year-old boyfriend. 
She has settled into her class routine and usually plays well with the other children . 
Lately, she has appeared to be slightly withdrawn, she does not always interact with 
her peers and she tends to eat very little at dinner time. During a games activity, you 
see a mark on her leg while she is changing and as you approach her, she starts to cry 
and states 'Don't take me away like he does, I'm sore and scared '. 

How would you respond to this situation, giving consideration to the knowledge 
required and the skills you would use? Please answer in the order in which you would 
respond in practice and as fully as possible. 

Thank you for taking the time to complete this questionnaire 
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APPENDIX 5.3 INFORMED CONSENT - CPQE AND TRAINING 

The Research 

The Child Protection Questionnaire for Educators is a multiple choice questionnaire used to 
measure student educators' child abuse and neglect knowledge. The first application of the 
CPQE is a pre-test. Students are invited to then participate in the Pastoral Pathways 
Programme, a pre-service child protection training programme. This will be delivered over a 3-
year period; train ing sessions will be timetabled into the students undergraduate degree 
programme of study. Students will be asked to complete the CPQE half way through the 
training Programme and again after the training is complete. The CPQE will be scored 
individually; however, the recording of results will be analysed collectively. At times, the results 
may be presented at research Conferences and/or submitted for publication in relevant journals. 
However, AT ALL TIMES, participant detai ls will remain anonymous and confidential. The data 
will be stored in a locked filing cabinet accessible by the researcher only . On completion of the 
research , all personal details and completed questionnaires will be destroyed. Only the 
collective results wi ll remain . Participation in the research is entirely voluntary and will in no way 
affect the teaching that you receive if you decide not to take part. If any of the issues raised by 
the research cause you upset or concern , please feel free to discuss this with any of the named 
support staff. Contact details are included in your College Student Information Pack. A copy of 
this consent form will be retained by the researcher and a copy given to each participant. 

Student 

I have been informed of the nature of this research. I consent to completing the multiple-choice 
questionnaire at three points of the research and participating in a pre-service child protection 
training programme. I am aware that participation is for research purposes only. I am aware 
that my details will remain confidential and anonymous at all times, and that any data used will 
be analysed collectively. If I require any further information, I may contact the researcher 
directly at any time during the research. 

Name in print: ......... ... ...... ... .. .. ..... .. .... ... ... ... .... .. .. . .. ....... ............. . ........... . 

Student number: .............. ....... ... ...... ................ .. ...... ........ . .. .. .. ........... .... .. . 

Signature: ... ........ . .................... . ........ . ........... . ............. .. ... ... .... .... .... ....... . 

Date: ....... ....... ... . ........................ ....... ................ .... ... .. ........ .................. . 

Name of Researcher: Ms Bronagh McKee 
Designation: Senior Lecturer/Child Protection Co-ordinator 
Location: INSTITUTION PROVIDED 
Email: PROVIDED 
Tel : PROVIDED 
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APPENDIX 5.4 PASTORAL PATHWAYS PROGRAMME CONTENT 
OVERVIEW 

The 'Programme': Training Sessions, Content Overview, Duration, Date of Delivery and Delivery Style 

Training Session Content Overview Duration Date of Delivery 
& Title Delivery Style 

Realities e,g , prevalence rates, research 60 mins October Lecture 
studies and recommendations made from 04 
case reviews into child abuse fatalities; 
potential causes of abuse/neglect, risk 

1. Setting the factors e,g, family circumstances & 
Scene background; indicators of abuse and 

neglect e,g, physical , sexual , emotional 
abuse and neglect 

Scenarios - recognise & define; impact on 60 mins Lecture & 
development; response to disclosure; seminar 
reporting; legal/policy context 

Scenarios - as above with role play 120 mins March 05 Workshop 
2. Considering opportunities, Focus was on disclosure 

Practice 1 response directly to the child and follow 
up procedures i,e, using CP policy to 
effectively report both within the agency 
and to external agencies 

Myths and realities ; role of agencies 60 mins October Lecture 
(multiagency work) ; recent legal/policy 05 
developments (ACPC & POCVA); case 

3. Conceptual & review recommendations (Bichard, 
Theoretical Laming) ; responding to children with SEN 

Issues & disabilities who have or may have 
suffered abuse, with a focus on 
communication 

Scenarios - developing the role of 60 mins Lecture & 
students during placement/school based seminar 
work; working with other agencies 

Teaching concepts of self protection to 120 mins March 06 Workshop 
4. Considering children & young people (self-esteem, 

Practice 2 confidence, communication , social skills) ; 
use of effective teaching strategies i.e, 
circle time ; working with parents & other 
agencies 

Pastoral role of Extended Schools; 60 mins October Lecture 
multiagency work; 10 Year Strategy for 06 

5. Direct Work Children & YP in NI (OFMDFM, 2006) 

Reflecting on practice and the need to 60 mins Lecture & 
continue to update information (in training seminar 
and in students own practice) 

Recapped on all issues raised during 120 mins March 07 Workshop 
6. Consolidation previous training sessions, Content used 

to design scenarios , Students had to 
draw on their knowledge development to 
respond to the scenarios 
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APPENDIX 5.5 PASTORAL PATHWAYS PROGRAMME STUDENT 
HANDOUT SAMPLES 

Unique role of educators Family circumstances may increase risk 

· Think Tank! 'Frankie' factors for maltreatment 

· Educators have more contact with · Circumstances which can be 
and access to children and young stressful 
people than any other professional · Low income, poverty , disadvantage, 

· This contact is almost daily and for exclusion 
long periods of time · Alcohol abuse, substance addiction , 

· This places educators in an ideal mental ill-health 
position to observe and assess · Domestic violence, community 
children 's learning , behaviour, violence 
relationships and development Child characteristics may increase 

· This places educators in an ideal vulnerability to maltreatment 
position to report concerns when they · Physical disability 
are observed or raised · Special educational needs 

· Communication barriers 

· Additional reading : LIST PROVIDED 

· Additional reading : LIST PROVIDED 

Recognising Abuse and Neglect UNCRC (1991) 

· Group Exercise 2 'Indicators': In · Children have a right to protection, 
pairs , record the physical and participation and provision 
behavioural indicators of abuse · Children should be protected from all 
under the following headings: forms of abuse and exploitation, 

- Physical , sexual , emotional including sexual exploitation, physical 
abuse and neglect maltreatment, neglect and emotional 

· Consider other forms of abusive abuse 
behaviour e.g . bullying , domestic 
violence, living with addiction, Children (NI) Order 1995 
community violence · Five underpinning principles 

· Child labour, prostitution , prohibition · Key to the child's welfare is 
of rights Paramountcy 

· 'No physical contact' policies 
DEN I (1999) and ACPC (1997) 

The extent of maltreatment · Recognising abuse when it occurs 

· Fatal child abuse in UK (1-2 per · Responding appropriately to children 
week) · Reporting procedures 

· Impact of maltreatment on learning 
and development · Additional reading : LIST PROVIDED 

· Approximately 1 in 4 children abused 
to some extent and at some point Seminar 
during childhood • Read the scenario in pairs and 

· Think Tank! 'One Minute Reflection ' prepare to feedback your comments: 
LIST PROVIDED 

· Additional reading : LIST PROVIDED 
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Think Tank! 'Frankie' 

(Used in training session 1 'Setting the Scene') 

'Frankie' represents all children , regardless of ability, age, culture and gender. 
Students are asked to record adults and children with whom 'Frankie' comes into 
contact under the three headings: 

Family 

Examples provided include: mother, father, brother, sister, step-father, step-mother, 
step-brother, step-sister, grandmother, grandfather, step-grandmother, step
grandfather, cousins, aunts, uncles, nieces, nephews, foster-siblings 

Community 

Examples provided include: police, dentist, nurse, doctor, librarian , youth workers, 
social workers, probation officers, leisure centre staff, health centre staff, day centre 
staff, other parents/carers, other children and young people, friends, friends family 

School 

Examples provided include: teacher, education welfare officer, special educational 
needs co-ordinator, principal , teaching assistants , classroom assistants, learning 
support assistants, social worker, educational psychologist, other children, other 
teachers, other parents/carers 

Q. Apart from primary caregivers , who has contact with 'Frankie' the most? 

The aim of this exercise is to emphasise the access to and contact with children that 
educators have on an almost daily basis. It highlights the unique role of educators in 
child protection. 
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child abuse' , in Stanley, N. and Manthorpe, J. (Eds) , The Age of the Inquiry: Learning 
and Blaming in Health and Social Care. pp92-115, London: Routledge. 

Training session 5: Direct Work 

DoH (2004) Bichard Inquiry Report: An independent inquiry arising from the Soham 
murders chaired by Sir Michael Bichard, London: HMSO 

OFMDFM (2006a) Our Children and Young People - Our Pledge. A Ten Year 
Strategy for Children and Young People in Northern Ireland 2006-2016. Belfast: 
OFMDFM. 

Olweus, D. (1993) Bullying at school: what we know and what we can do. 
Oxford : Blackwell Publishers. 

Parton, N. (1985) The Politics of Child Abuse. London: Macmillan. 

Parton , N. (1997) Child Protection and Family Support: Tensions, 
Contradictions and Possibilities. London: Routledge. 

Scott, J. and Ward, H. (Eds.) (2005) Safeguarding and Promoting Well-being 
of Children , Families and Communities . London: Jessica Kingsley. 
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VDA (2005) Getting it right: standards of good practice for child protection , Belfast: 
VDA 

Training session 6: Consolidation 

DfES and DoH (2005) Making Safeguarding Everybody's Business: A Post-Bichard 
Vetting Scheme, London: DfES & DoH 

Braun, D. (1991) 'Responding to Child Abuse: Dilemmas of Protection ', 
Pastoral Care in Education, 9(2) , pp17 -19. 

English , D.J ., Bangdiwala , S.1. and Runyan , D.K. (2005) 'The dimensions of 
maltreatment: Introduction', Child Abuse and Neglect: the International Journal , 29(5) , 
pp441-460. 

Flynn, H. and Starns, B. (2004) Protecting Children: Working together to keep children 
safe, Oxford: Heinemann Educational Publishers 

Myers, J. and Edwards, H. (2003) Safeguarding: another buzz word or a concrete way 
of ensuring the protection of children? Leicester: NSPCC 

NICCY (2005) Submission to the United Nations Secretary General's Study 
on Violence against Children . Belfast: NICCY. 

Owen, H. and Pritchard , J. (Eds) (2000) Good Practice in Child Protection: A 
Manual for Professionals . London: Jessica Kingsley Publishers. 

Watts , V. (1997) Responding to child abuse: a handbook for teachers . Central 
Queensland: University Press. 

Please note additional reading material was provided as and when it was published 
and forwarded to all groups via the participating institutions online system. Students 
were also provided with recommended websites and relevant journals. 
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Scenario Samples 

A child comes to school with a badly bruised arm. You have noticed this before. 
The child can perform usual activities. The family is financially comfortable. 
The child 's parents have been defensive in their interactions with you . 

A child comes to school with a severe cold . You have noticed this on numerous 
occasions. The child is irritable and defensive during interactions. The family 
appear to be struggling financially. The child 's parents are involved in school 
life and are always co-operative. 

A child comes to school with some bruises on her face. You have not noticed 
this before. The child can perform usual activities. The family is financially 
comfortable. The child 's parents have been defensive in their interactions with 
you . 

A child comes to school wheezing and coughing. You have not noticed this 
before. The child can perform usual activities. The family appear to be 
struggling financially. The child 's parents are involved in school life and are 
always co-operative. 

A child comes to school and displays unusual sexual behaviour. You have not 
noticed this before. The child can perform usual activities. The family appear to 
be financially comfortable. The child 's parents have been defensive in their 
interactions with you. 

A child comes to school after a long period of unexplained absence. This has 
not happened before. The child is irritable and withdrawn. The family appears 
to be financially comfortable. The child's parents are involved in school life and 
are always co-operative. 
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APPENDIX 5.6 STUDENT FOCUS GROUP DISCUSSION QUESTIONS 

Student Educator Perspectives on Pre-service Child Protection Training 

A. Knowledge Development 

1. What do you think your child abuse and neglect knowledge was prior to 
participating in the Programme? 

2. Do you think your child abuse and neglect knowledge has developed 
because of participation in the Programme? 

3. What sort of child abuse and neglect knowledge do you think you have 
gained having participated in the Programme? 

B. Perspectives on Training 

1. What did you think of the Programme content? Were there any topics 
you particularly liked/disliked? Why? 

2. How relevant was the Programme to your training to work with : 

• Young children and their families; 
• Children and young people in a health and leisure setting ; or 
• Children or young people in schools? 

3. Do you think the Programme needs to be developed? How, in what 
way? 

Please note these questions are for guidance only: discussion should not be 
hampered by strict adherence to questions. 
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APPENDIX 5.7 STUDENT FOCUS GROUP INFORMED CONSENT 

The Research 

The aims of this research are to discover whether or not a pre-service child protection training 
programme increases student educators' child abuse and neglect knowledge, to consider the 
differentiated train ing needs of student groups and to ascertain the perspectives of student 
educators and experienced practitioners regarding pre-service child protection training . Over 
the past th ree years, a pre-service child protection training programme has been del ivered in 
(INSTITUTION). A series of focus group discussions are being organised to ascertain student 
educators' views regarding participation in the Pastoral Pathways Programme. Participation in 
the focus group discussions are entirely voluntary and will in no way effect the teaching that you 
receive if you decide to take part or not. Discussion groups will be convened in (INSTITUTION) 
and arranged at a mutually convenient time. If any of the issues raised by the research cause 
you upset or concern , please feel free to discuss this with any of the named support staff. 
Contact details are included in your College Student Information Pack. A copy of this consent 
form will be retained by the researcher and a copy given to each participant. 

Student 

I have been informed of the nature of the focus group discussions. I understand that 
participation is entirely vOluntary and will in no way effect the teaching that I receive whether I 
take part or not. I am aware that participation is for research purposes only. I am aware that 
my details wil l remain confidential and anonymous at all times, and that any data used will be 
analysed collectively. I give the researcher permission to contact me directly via email 
regarding a confirmed date and time for the focus group discussion . If I require any further 
information, I may contact the researcher directly at any time during the research and I have the 
right to withdraw from the research at any time. 

Name in print: ... ..... . ... ........ . ..... . ... ...... .... .. ... ..... .. ........ ... ............. .... . ... .. . .. . 

Student number: .. ... ...... . ..... .. .. ................. . .............. . ..... . ....... ............. . ..... . 

Contact Email ..... . ................... ............... ................... . ......... .... ...... .. .... .... . 

Signature: ... ....... ... ...... .. .. . ....... ..... . ... ..... ..... .. ..... ........... ... ... . ... ... ... ... .... .. . . 

Date: .. . ... ................. . ................... .. ..................... ........ . .... ... .. ................ . 

Name of Researcher: Ms 8ronagh McKee 
Designation : Senior Lecturer/Ch ild Protection Co-ordinator 
Location: NAME OF INSTITUTION PROVIDED 
Email: PROVIDED 
Tel: PROVIDED 
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APPENDIX 5.8 EXPERIENCED PRACTITIONER FOCUS GROUP 

DISCUSSION QUESTIONS 

Experienced Practitioner Perspectives on Pre-service Child Protection Training 

1. Considering the time constraints and depth of the existing undergraduate 
curriculum , does the CPQE appear to be an appropriate tool to assess 
students' child abuse and neglect knowledge? 

2. Are the post- training scores to be expected of undergraduate students 
having completed a pre-service child protection training programme? 

• Please consider this in relation to expectations for newly 
qualified practitioners in schools , early year's groups, health 
and leisure groups etc. 

3. Does the pre-service child protection training programme appear to be 
an appropriate programme of training for student educators? 

• Based on the content, you might wish to consider the overall 
validity of the 'Programme' 

• Based on the results, you might wish to consider the overall 
effectiveness of the 'Programme' 

• Please feel free to identify any limitations and/or areas for 
development 

Please note these questions are for guidance only: discussion should not be 
hampered by strict adherence to questions. 
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APPENDIX 5.9 PASTORAL PATHWAYS PROGRAMME RESEARCH BRIEF 

VALIDITY AND EFFECTIVENESS OF PRE-SERVICE CHILD PROTECTION 
TRAINING IN EDUCATION 

Bronagh McKee, Child Protection Co-ordinator, INSTITUTION PROVIDED, Belfast 
Karola Dillenburger (Supervisor) , Senior Lecturer, INSTITUTION PROVIDED, Belfast 

I ntrod uction 
Despite the increased awareness of the educator's role in child protection, pre-service 
child protection training opportunities appear limited in Northern Ireland. This study 
took place during 2004-2007 and was funded by INSTITUTION, Belfast. It involved a 
cohort of undergraduate student educators in Northern Ireland, by assessment and 
focus groups, on their knowledge and understanding of child abuse and neglect prior to 
and following participation in a child protection training programme. Students 
participated in the Pastoral Pathways Programme, a pre-service child protection 
training programme. The study used the Child Protection Questionnaire for Educators 
(CPQE) to assess student knowledge prior to and following participation in the 
Programme. 

Key Findings 
PRE- training 

• A Child Protection Training Audit identified considerable gaps in pre-service 
child protection training offered to undergraduate students; 

• CPQE results identified a low score for all groups in all 6 themes; 
• The vast majority of students within all groups were unable to fully and 

accurately respond to the vignette; and 
• Focus groups revealed that students were not confident in their child protection 

role and that many students were unsure of the relevance of child protection 
training prior to participation in the training. 

POST- training 
• Teacher educators, tutors and module co-ordinators recognised the need for 

pre-service child protection training and welcomed this approach to training ; 
• Using SPSS version 17.0, analysis of CPQE scores revealed a significant 

increase in student maltreatment knowledge in all 6 themes; 
• The vast majority of students within all groups were able to fully and accurately 

respond to the vignette and provided depth and quality to their response; and 
• Student focus group analysis revealed 3 key themes 

o (1) Existing concerns in terms of previous training ; 
o (2) Self-perceived knowledge development following participation in the 

training ; and 
o (3) A change in mindset in terms of child protection training and the 

impact this will have on school based work and placements, and future 
professional practice. 
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Methodology 

The research used four distinct research tools: a Child Protection Training Audit; the 
Chi ld Protection Questionnaire for Educators (CPQE) ;. the 'Programme'; and Focus 
Groups with students. 

Sample 

All registered year one undergraduate students from the participating Institution were 
invited to take part in the study (Table 1). 

Table 1. Final Sample Size by Group and in Total 

Group Registered Students Sample number Population Sample 
1. H&L 32 20 64% 
2. ECS 49 30 61% 
3. BEd Prim 97 71 73% 
4. BEd Post 38 21 55% 
Sample total 216 142 66% 

Code: H&L (BSc Health & Leisure Studies); ECS (BA Hons Early Childhood Studies) ; BEd Prim (BEd Education 
Primary); BEd Post (BEd Education Post Primary). 

Assessment 

The main part of the CPQE consisted of thirty multiple-choice questions, each with four 
possible answers. Participants responded to one answer only: correct responses were 
scored 1 and incorrect responses were scored O. Participants were asked five 
questions within six themes: 

1. Realities 
2. Risk Factors 
3. Indicators 
4. Recognition 
5. Practice Issues 
6. Legal/Policy Context 

A final question included a vignette which outlined a scenario depicting an interaction 
between a practitioner and a child in an education setting . The participant was to 
outline an answer that best represented appropriate application of skill derived from 
concepts covered in the 'Programme'. Given that the CPQE was used across the 
study on 3 occasions, this question allowed for the analysis of depth of applied 
knowledge (see attachment) . 

Intervention 

Using the Pastoral Pathways Programme for pre-service child protection training in 
education (McKee, 2004; McKee & Dillenburger, 2006) , all participating groups 
received 4x hours of training in each of the first three years of their undergraduate 
degree programme. Please see attached training content overview (Appendix 5.4) . 
This was delivered, where possible, into already timetabled classes so that the 
'Programme' was integrated into the undergraduate programme of study. 
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Results 

CPQE 

The aggregate group increased their percentage score between pre-test and post-test 
(Figure 1) for all six CPQE themes. Collectively, the mean score increased from 12.98 
pre- training to 20.25 post- training (maximum score 30) (Table 2) . Statistically, this is 
a highly significant increase. 

Figure 1. Pre-test and Post-test Percentage Score for Six CPQE Themes 
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Table 2. Mean scores for each group Pre- and Post- Training 

Groups Pre- training score Post- training score 

H&L 12.15 19.9 

ECS 15.10 18.63 

BEd Primary 13.66 22.45 

BEd Post Primary 10.09 15.47 

ALL 12.98 20.25 
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Vignette Results 

Vignette responses were scored based on whether participants indicated : 

(1) Recognition of concern 
(2) Appropriate response to the child 
(3) Appropriate reporting 
(4) Appropriate recording and continued observations. 

They had to answer the vignette fully and accurately to receive a correct score. All 
groups significantly increased their score between pre- training and post- training . 
Collectively, 30.9% of students scored correctly pre- training compared to 84.5% who 
scored correctly post- training (Figure 2) . 

Figure 2 Vignette Pre-Post Comparison Percentage Score for each group & collectively 
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Additional Information 

Further information about this research can be obtained from Bronagh McKee following 
publication of material: 

Bronagh McKee 
Senior Lecturer/Child Protection Co-ordinator 
ADDRESS PROVIDED 
Belfast, POST CODE PROVIDED 

Email: PROVIDED 
Office: PROVIDED 
Mobile: PROVIDED 
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APPENDIX 5.10 EXPERIENCED PRACTITIONER PARTICIPANT PROFILE 

Thank you in advance for reading the attached Research Brief and taking the 
time to complete this proforma. This information will be used only to describe 
the profile of participants as a group. No individual or agency will be named in 
the final report . Please feel free to add any additional information deemed 
relevant to this research. 

Organisation type e.g. Department of Education , NGO, Initial Teacher 
Education etc. 

Designation e.g. Trainer, Advisor, Tutor etc. 

Relevant qualifications e.g. DipSW, BEd etc. 

Service e.g. length of time in current post: 

Responsibilities e.g . key duties in present post: 

Previous experience e.g. brief overview of nature and extent of education 
work , direct child protection work and as a provider of child protection 
training , including length of service: 

Thank you for taking the time to complete this profile. 
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APPENDIX 6.1 CHILD PROTECTION TRAINING AUDIT SUMMARY 

Undergraduate group H&L ECS BEd Primary 

Training cover level Min Ad Min Ad Min Ad 

Audit topic: recognising abuse 

Physical indicators >J 

Behavioural indicators .,j 

Audit topic: responding to abuse 

Continued observations >J >J 

Reporting and recording .,j 

Procedural flowchart .,j 

Audit topic: preventing abuse 

PSE development .,j .,j .,j 

EMU >J 

Significant adult relationships >J 

Audit topic: working with other professionals 

Role of the DT .,j >J 

Role of the EWO .,j .,j 

Role of the SENCO .,j >J 

Audit topic: legal/policy context 

Children (NI) Order 1995 .,j >J 

Pastoral Care in Schools .,j 

Key to abbreviations: PSE=Personal , Social Emotional Development 
EMU=Education of Mutual Understanding 
DT=Designated teacher 
EWO=Education Welfare Officer 

BEd Post-

primary 

Min Ad 

>J 

.,j 

>J 

>J 

.,j 

.,j 

.,j 

SENCO=Special Educational Needs Co-ordinator 
Min=Minimal cover 
Ad=Adequate cover 
H&L=Health and Leisure group 
ECS=Early childhood studies group 
BEd Primary= Primary education group 
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BEd Post Primary= Post primary education group 

APPENDIX 6.2 PRE-TEST AND MID-TEST SCORES FOR CPQE THEMES 

Theme: Realities 

Question No.1 No.2 No.3 No.4 No.5 
Test stage Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid-

Frequency 40 36 37 102 36 48 82 98 51 103 

Percent 28 25 26 72 25 34 58 69 36 73 

Theme: Risk factors 

Question No.6 No.7 No.8 No.9 No.10 
Test stage Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid-
Frequency 58 59 16 13 24 36 55 48 78 111 

Percent 41 42 11 9 17 25 39 34 55 78 

Theme: Indicators 

Question No.11 No.12 No.13 No.14 No.15 
Test stage Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid-
Frequency 134 136 14 48 103 100 28 23 39 52 

Percent 94 96 10 34 73 70 20 16 27 37 

Theme: Recognition 

Question No.16 No.17 No.18 No.19 No.20 
Test stage Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid-
Frequency 29 44 85 89 114 126 103 103 75 85 

Percent 20 31 60 63 80 89 73 73 53 60 

Theme: Practice issues 

Question No.21 No.22 No.23 No.24 No.25 
Test stage Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid-
Frequency 60 116 51 91 56 75 25 53 98 117 

Percent 42 82 36 64 39 53 18 37 69 82 

Theme: Legal/policy context 

Question No.26 No.27 No.28 No.29 No.30 
Test stage Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid- Pre- Mid-
Frequency 51 92 70 107 64 63 45 84 122 134 

Percent 36 65 49 75 45 44 32 59 86 94 
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