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ABSTRACT

This qualitative case study examines the teachragtiges, inspired by the Pikler approach
and RIE philosophy, in one infant and toddler centr a main city of New Zealand.

Specifically the practices studied were primaryegaring, freedom of movement and respect
for infants’ confidence and competence. Recommigmuafor practitioners are made at the
conclusion of this thesis. Data were collecteaulyh non-participant observations, semi-
structured interviews with teachers, a focus grmierview with parents, and collation and

analysis of relevant documentation. The frameworkdata interpretation and analysis was

based on a thematic coding of observations andviete data.

The findings indicated that a culture of respecs wanbedded throughout all aspects of
teachers’ interactions with children, colleagues gnarents within the centre. Respect,
defined adreating with considerationwas the overarching feature underpinning theeaslu

and actions of teachers. Teachers engaged in thaysvould suggest they accept each
person as an individual with rights and freedomgachers invited children to engage with
them and no action would be initiated for or witkhald without his or her agreement. This
agreement was shown through cues and gestureshitth ihe teachers were all highly

attuned. Teachers slowed their pace intentiorally offered children choices in their care
and education. Peaceful observation from teackatsanced their ability to interpret

individual children’s needs and wants and they wquibvide support for children rather than

intervene unnecessarily.

Limitations to this research included the fact thahly studied one early childhood centre
and completed observations over a limited periodwaf weeks. The centre studied had

ratios better than the minimum ratios required aslyechildhood regulations, which means



that other early childhood settings may not be ébleeplicate the findings unless they also

have a ratio of teachers to children greater thahrequired by law.

My recommendation for further research is basetheriack of empirical evidence available
to support the idea of unassisted motor developmdiristing research derives from an
orphanage setting which raises questions as telégance to the situation of infants growing
up in family homes. Future research could takedh® of a longitudinal study which would

be ideal to fully understand the consequences attiging free movement, particularly

natural motor progression, with infants in earlyldimood settings.



ACKNOWLEDGEMENTS

Writing a thesis is a huge undertaking, particylavhile working in a full time position and
raising a young family. | have received a greatl aé support from everyone with whom |

work and play.

My sincere thanks are due to Natasha Kibble whimdhiced our organisation to the Pikler
approach and RIE philosophy, to the team of teammgarchers at our centre of innovation
who pigqued my interest and demonstrated the pditigibifor improved practices to follow

new knowledge. Huge thanks to the whole teamet#se study centre where | undertook
my research and most particularly to the two nyrsesichers who so generously allowed me
to observe their interactions with infants and tedsl Your passion, commitment and skill in
your work and play with the babies are an absdhapiration and example to everyone in

the field of early childhood education.

| was very fortunate to have two highly skilled ae#perienced research supervisors,
Associate Professor Carmen Dalli and Dr. Mary Jaheker, who were so patient and kind
throughout the process of this whole undertaking bthank them for their wisdom and
support. In addition to having two official thesigpervisors, | was fortunate to benefit from
the wisdom and advice of Dr. Anne Meade. Annedetg an unofficial supervisor and
offered her time and support in reading my initlghft report and throughout the consent

process which has been beneficial.

Norah Fryer and Janet Gonzalez-Mena were intera@sted/ thesis and offered me valuable
advice and input. Thankyou Norah, for always enagumg me to think for myself and for

stimulating my thinking with interesting questionsThank-you Janet, the history you



provided on the Pikler approach and the RIE phpbso as well as the differences between

the two was invaluable and helped deliver a riotkgeound on the origins of my subject.

To my friends and colleagues at our home office whibup with me spending too much time
on my study and not enough time on my work. Yocked up my slack like the true
professionals you are and managed to keep a venple& organisation running smoothly in
the absence of its Director on many occasions girout this process. | am forever grateful
that | get to work with such a thoughtful, comnutdnard-working and fun team. It's over

now so let’'s celebrate!

Most importantly | thank my beautiful family, RobiMax and Tui. The three of you have
always accepted and supported my ambitions and cdeas. | love you most dearly and

you will always be the most important people inworld.



Contents

Y = 1S ¥ AN O PR 2
ACKNOWLEDGEMENTS ..ottt ettt e e e e e e e e e e e e e e e s sannneeeeeaeeeeas 4
(@4 =T o] = PP PUPR 9
NI O 1516 @ 1 [ ] TP 9
1.1 Respectful care practices with infants and toddlers.............cccceeeeiiiniennnennn. 9.
1.2 Rationale for the StUdY........ccooeiiiiii e 11
1.3 The aims, benefits and values of the research...............ccccoeviviiiiiiennn. 14.
1.4 Overview of remaining ChaPLerS.......... it eeeeeeeieeees 15
1.5  Chapter SUMMAIY ......ccovuvuiiieiicmmmmmmeee s e eeeeeeeeeeeeeeeeaasraan e sneeensa s s e eeaaaaeeees 17
(O gF=T o] (=] PSS SUPPPPPPR 18
LITERATURE REVIEW .....ouiiiiiiiiiiiiiiiiiit i eeee ettt e e s eeeaeasesannnnnnes 18
P22 N [ 011 o T U Tod 1 o] o NPT PPPPPPPRPPPPRR 18
2.2 The Pikler approach and RIE philoSophy..............ecciiiiiiiiiiiiiieeiieeeeee, 18
PG T o 10 b= T VA o= T =To AV T 21
2.4 Freedom Of MOVEMENT .......coooiiiii e 27
2.5 Adaptation versus adoption of a philoSOphy...........ecciiiiiiiiiiiieeeee, 31
2.6 Respect for children’s confidence and get®nce..............ocooeeeviieeeiiiiiinnnns 33
2.7 EHNICS Of CArC...uuiiiiiiiiiiiiiii e 37
2.8 Chapter SUMMAIY ......uuieie oottt s e e e e e e e e e e e e eeaeeneaaaeeeeeeseeees 38
(O gF=T o] (=] S SR RUPPPPPPR 40
METHODOLOGY ...uiiiiiiiiiiiiiiteeiiaa e e e e e et sttt ettt et e e e e e e e e e e e e s s s s aasbbb b e neeeeeeeeesesnaaans 40
G 700 R {11 (0o [FTox 1o o IR UURPPPUPPPPUPUPPRRI 40
3.2 The researcCh QUESHIONS ........ouui e re e 40
3.3 A qualitative approach ............uuucceeiiie e 41
3.4 TNE CASE STUAY ..ottt ettt e e e e as 41
3.5 SOCIO-CUIUIAl tNEOIY ......uviiii sttt 42
3.6 Introduction to the setting, teachers amtieen .............ovviiiiiiiieeeeeeee, 43
G Tt R I o =TT~ 1 1] o S 43
3.5.2  TRETEACKEIS ... e e et e e et enenneeeeneee 45
3.5.3  ThE ChIlAIEN . e e e e e a7
3.6 MEENOM ... et a e e e e e e as 48
3.6.1  Non — participant ODSErvatioNns ............ e eeeeernemiiiie e eeeeeeeeeieneees 48
3.6.2  TeACNEI INTEIVIEWS ...ttt e e et eeeeeeees s 51
3.6.3  Parent iNTEIVIEWS......cooiiiiii et e e 52
T OIS B To Tot U1 0= o1 =14 [ o S 53
3.7 ANAlYSIS Of JALA......uuueeiiieie et e e e e e e e e e e e 54



3.8 Ethical CONSIAEratioNS ..........uuuuummmmmmiiiiiieieiiiiiiiree e ee e e e ee e e e e eeeeeeeees 55
3.9 Data Validity .......ccoee e e e e e e e r e e e e e r e 57
3.10  Chapter SUMMAIY ....uuuiiiiee e e e e e ee e e e e e e e e et e e et s s e e e e e e e enaeeneaaaaeaaaeeeees 59
(@4 gF=T o] (=] o TSRS UPPPPPPT 60
PRIMARY CAREGIVING ....ccoiiiiiiiiiiiiit ettt e e e e 60
g R [ o1 oo 18 ox 1o o PP PPPPPPPPI 60
4.2  Towards @ definItiON ............... ettt 60
4.3 AeaM APPIOACKH ...ccceee i ceeemmm et a e e 62
4.4  Re-visiting the primary Car@QIVET ...eeeee.uuuuruuruiiiiieeeeeeeeeeeeeeeeeeeeessrennnneennnnne 67
4.5 Body language, cues and geStUIES ......cccciiiiiiiiiiiiiiiiiiiiieee e e eeeeeee e 69
4.6 Language as invitation and explanatioN..............cccceeeeeeiiiivieiiiiiieeens 71
4.7 Close proximity Of Car€QIVEIS .......ccccc i e ne e e n e a e e e 73
o I U 01 o 10 [ ¢ 11=To 1110 = PR 74
4.9 WAL TOr @ UM ceeeiiiiiiiieeeee e e 76
410  Chapter SUMIMAIY ......cccoiiiiiiiiscceeeee e e eeeeeeeatrse s s e e e e e e eeaeeeeeeeseeeenneeesesessnnnnns 76
(@4 gF=T o] (=] gl TSR SRPPPPPPT 79
FREEDOM OF MOVEMENT ...ttt ettt e e e e e e e s s s sssssbbbnasseeeeeeeee e 79
o0 R [ 011 o T U Tod 1 o] o HN TP PPPPPPPPRPTPPRR 79
5.2 Towards a defiNitiON ...............tmmmeeeeeeeeeeiiiiiiiiaaa e e e e e e e e e eeeeeeeeaeeeeeeeeeeenes 79
5.3 Teacher and parent definitions and VIEWS..............coovviiiiiiiiiiiiiinieee e, 80
5.4 Teachers support and intervene only WheBSBRaIY ............cccevvvvvvvniiiienennn. 83..
5.5 Following free movement principles at hostrengthens movement in the centre
................................................................................................................................ 84
5.6 Teachers “over-ride” the rules respectfully...........ccoovveviiiiiiiiiiii e, 88
5.7 Teachers engage in “wants Nothing” tiMe. ............ccceiiiiiiniiii e, 89
5.8 Adaptation versus adoption of a philosophy.........cccceeeiiiiiiiiiiiiiiiiieeeeee, 92
5.9  Chapter SUMMAIY .....uuuuieiee e e e e e e ee e eeeeeeeiaaansss s s e e e e e e e e eaeeeeeeeeeeeseeeeeneennnns 94
(@4 gF=T o] (=] g PR SUPPPPPPRR 95
RESPECT FOR CHILDREN’'S CONFIDENCE AND COMPETENCE...................... 95
6.1 INTFOAUCTION ....ciiiiiiieie it e e e e e 95
6.2  Towards a defiNitiON .............ooimm e eeeeeeeeeeieiiiirr e e e e e e e e e e e ee e e e e e eeeeeeeees 95
6.3 Teachers invite children t0 ENQAQJE e iieeeiiiiieeeec e 96
6.4  UNNUIMIEA TIME ..oooiiiiiiiiii ettt e e e 98
6.5 ChoiCes are Offered ......... oot 100
6.6 Teachers interpret a child’s intentionghying close attention........................ 102
6.7 Teachers support rather than iNterveN@ . .........cieeiiiieeiieeeeeeeeeeeee, 104
6.8 A team approach is an important element.............cccceeeviiiiiiiiiiiiiieeee 106



6.9  Chapter SUMMAIY .....ouiiieiiiiie sttt eee e e e e e e e e e e e e e e 108

(@ =T o] (=] USRS PPPPP 111
CONCLUSION AND RECOMMENDATIONS ......oitiiiiiiimaaieeee e 111
4% S |11 (0 Yo U Tox 1 o o USRS 111
7.2 PrimMary Car€QIVING ......uuuuuuu s mmmmmmeeeeeesssssnnnnnnnaaseaaeaeessesesmmsmmmmmneesssmmmmmmmnn. 112
7.3 Fre@ MOVEMENT......cooiiiiii e cemmmmm e e e e nnmn e e e ennes 113
7.4  Respect for infants’ confidence and COMPERE............coovviviiiiiiiiiiieeeeeeee e 114
7.5  Limitations Of thiS StUAY ........coivimeeeiiii e 115
7.6 FULUIE rESEAICI ... 115
7.7 Implications and recommendations for poltgkers .........cccccceeeeeiiiiiiieiiiiinns 611
7.8 Practical recommendations for teaChers.........cccccevveeeeiiiiiiiiiiieeeeen. 116
AR S B O ¢ F= Vo) (= T U ] 4 4= 119
REFERENGCES .....oooiiiiiiiiiii oottt ettt e e e e e e e s s sn e e enneees 121
APPENDIDX A Lttt sttt e e e e e e e e e e e e e e e e e e e e e e annanaaaa 127
INFORMATION FOR PARENTS ... .ottt a e e e e e 127
APPENDIX B ..ceeiiiiiiiiiie oottt et e e e e e e e e e e e e e e e e e n s nnnnneaaeaaaeaaeeeeeaaannnes 129
INFORMATION FOR TEACHERS ...ttt sttt 129
APPENDIX € .ottt mmme ettt ettt e e e e e e e e e e e e e e e e e nnrr e e e e e e e e e e e e e aena e 131
CONSENT FORM FOR PARENTS ...ttt ssenneaeseeeeeeee s 131
APPENDIX D oeiiiiiiiiiiee oottt ettt et e e e e e e e e e e e e e e e e an s nnnnneaaaaeeeaaeeaeeannnnnns 132
CONSENT FORM FOR TEACHERS ...ttt 132
APPENDIX E ..ottt mmme ettt ettt e e e e e e e e e e e e e e e e e n e n————eaaaaaaeaaeeeeeaaannnns 133
TEACHER INTERVIEW FORMAT ...ttt 133
APPENDIX Fooiii ettt mmme ettt et e e e e e e e e e e e e e e e e e e e e e e e e e e e e e n e 134

PARENT FOCUS GROUP FORMAT ....oitttiiiii e et 134



Chapter 1

INTRODUCTION

1.1 Respectful care practices with infants and toddlers

My research explores one early childhood centraikpophy and practices, inspired by the
Pikler approach and Resources for Infant EducdRIis) philosophy. The specific practices
observed involved primary caregiving, freedom ofvement and respect for infants’
confidence and competence. My intention was toréxe@ what such a programme looked
like in practice and to illustrate what teacherd garents understood of the philosophy and
practices. The overall aim of the study was to@epthese practices for the benefit of other
practitioners wanting to emulate a similar enviremta My research also aims to uncover
some of the culture within the case study settihgckv enabled these practices to be applied

consistently by each member of the team.

In the following paragraphs | have defined the trprimary caregiving, freedom of

movement, and respect for infants’ confidence andpetence in order to clarify for readers
the meaning of these terms. Primary caregivinglmmlefined as a way of working in an
early childhood setting in which each team membeiocused on enabling and supporting
close attachments between individual children amtividual teachers (Elfer, Goldschmied,
& Selleck, 2003). Each teacher has responsibibtyestablishing and maintaining close

reciprocal relationships with a small group of dhéin and their families.

Freedom of movement can be describeteser putting a baby into a position she cannot

get into or out of all by herse{Gerber, 2002). This includes the eliminatioralbimnovement



restricting devices such as swings, bouncinettad, l@gh-chairs from the environment.
Freedom of movement also means unassisted motetaggnwent. For instance, infants are
always placed on their backs until they can rokroon their own. They are not propped to

sit or pulled up to stand via adult intervention.

Respect for infants’ confidence and competence meansidering them to be equal human
beings, capable of problem solving and decisioninggk Viewing the child as capable
means allowing them time and space and trustingttee develop and explore without

unnecessary intervention.

Early childhood educators, researchers and poliakars are increasingly recognising the
impact of very early experiences on later learnind.he early childhood curriculum
document,Te Wiariki, asserts: “The care of infants is specialised iantkither a scaled-
down three or four year old programme nor a batinrgi arrangement” (Ministry of
Education, 1996, p. 22). As we understand motaefmportance of brain development and
the significance of emotional security for the hralevelopment of infants and toddlers
(Shonkoff & Phillips, 2000), we are increasinglyalising the need for our infants and
toddlers to be cared for with deep respect and égple who understand the unique
development and learning occurring for each chilthes age. Infants and toddlers have no
choice about where they are cared for, who carethéam and myriad other aspects of their
daily life. As adults it is important to acknowtgzlthis fact and act responsibly in the best

interests of the youngest and most vulnerable mesndfesociety.

Over the last ten years, the number of childres &n two years old enrolled in early

childhood services has grown by around 50% (Miyistr Education, 2007). Furthermore,



there has been a 21.2% increase in the numberildfesn under one year old enrolled in
early childhood services from 2005 — 2009 (MinistfyEducation, 2009). This growing

trend for younger children to be in early childhas®tvices, and for longer hours, highlights
the need for appropriate research into the progresnohour early childhood centres catering

for infants.

1.2 Rationale for the study

Te Wiariki (Ministry of Education, 1996tates that any infant programme must provide:

One to one responsive interactions (those in wieetegivers follow the

child’s lead); an adult who is consistently respbiesfor, and available to,

each infant; sociable, loving and physically respeos adults who can tune

into an infant’s needs; individualised programmieat tcan adjust to the

infant’s own rhythms; a predictable and calm enwinent that builds trust

and anticipation; partnership between parents dhdr adults involved in

caring for the infant (p. 22).
Primary caregiving, freedom of movement and resfogdhfants confidence and competence
are some of the practices being used to fulfillgbals ofTe Wiariki in the case study early
childhood centre. Over the last five years teasla¢rthe case study centre have developed
and refined their philosophy which has been stypmngluenced by the Pikler approach and
RIE philosophy (see, for example, Gerber, 2002;s88n Awareness Foundation, 1994;
Gonzalez-Mena & Widmeyer, 2007). The teaching teasibeen exploring ways to increase
opportunities for infants and toddlers to be seetha competent and capable young people
they are and to be given the time and respecithables trusting, authentic and co-operative

relationships to develop. The Pikler approach RHgl philosophy are detailed in depth in the

literature review section of this thesis (sectia®)2

Together with my husband, | have owned and operatety childhood centres for over

sixteen years. Currently our organisation operiesearly childhood centres in a main city



of New Zealand. In addition we have founded aryeelildhood institute specialising in

providing professional development for teachersoweces and publications for early
childhood education and consultancy services feirenment design and all aspects of early
childhood education. One of our centres was irewlin round four of the Ministry of

Education’s Centre of Innovation (COI) action resbaprogramme (see, for example,
Meade, 2010). This selection further highlighted organisation’s interest in researching
our philosophy and practices. Unfortunately thent@e of Innovation programme was
terminated due to government budget decisions vpayt-through our study round. This
meant our teacher—researchers were unable to cntpéer enquiries and have had minimal
opportunities to publish their findings. This waisappointing for everyone involved in the
research. The premature termination of the pragjeatributed to my decision to base my
masterate thesis on respectful caregiving for itsfanThe COI research studied primary
caregiving in some depth but was terminated bethee next steps of exploring free
movement and sensitive observation were able ttaken. While my research examined
similar practices as the COI research, it was uaken in a different setting with me as the

sole non-participant observer as opposed to a tédeacher action researchers.

Tentative findings from our Centre of Innovatiors@arch were that primary caregiving
enabled a deep level of sensitive responsivends&br adults and children (Kibble, Cairns-
Cowan, McBride, Corrigan & Dalli, 2009). The teachresearchers discovered that the
primary caregiver played a key role in establishg#ade and secure relationships with the
child and family. The team found the literatur@ported those findings (see, for example,
Elfer, Goldschmied, & Selleck, 2003; Lally, 1995¢dRel, 2002; Theilheimer, 2006). Our
research team found that primary caregiving, sorpaldvsay “paradoxically”, involved a

team approach and that its efficacy relied on arsd&ry caregiver, good systems, and



collaboration with the child’s family (Kibble et,a2009). The findings indicated that the
primary caregiver / child relationship was not aclesive relationship and nor was it a
replacement for parents. The idea that the oalaliip between one adult and a few children
might be exclusive or a replacement was mooted reyigus literature as a reason some
centres were against the idea of primary caregi{lRgckel, 2002). The COI teacher
researchers found that all teachers shared withclaldren a deep level of sensitive
responsiveness and were able to read intricats,ssgivtle and overt gestures and non-verbal
cues. The infant’s primary caregiver often haceapedr knowledge of such cues. The Centre
of Innovation teacher researcher team uncoveregtamatic approach to the way primary
caregivers interacted which each child. This apphowas used in the same way by all the
adults in the environment. It involved the teachmviting”, “suggesting” and then
“engaging” in each interaction. They labeled tloign of interaction “ISE” (invite, suggest,

engage) (Kibble et al, 2009).

At this point in our research the COI programmeding was stopped and we were unable to
research our practices any further. The next gigosned by the team were to investigate
how teachers fostered free movement and engagednsitive observation. My research
continued the focus on primary caregiving and went to explore teacher practices
connected to infants and toddlers having free m@rgm | also wanted to observe and
unpack the ideas of respect for infants’ confideasd competence and understand how this
culture of respect was made possible within thehieg team. Finally, my research sought
teacher and parent views as to the factors whicghimenable and/or constrain these

practices.



1.3 The aims, benefits and values of the research

Research has generally advocated the use of a rgriroaregiving system (Elfer,
Goldschmied, & Selleck, 2003; Theilheimer, 2006cka, 2002; Lally, 1995; Kovach & Da
Ros, 1998). While these researchers have advottaease of primary caregiving in group
care settings, only Elfer and colleagues have goneto describe a strategy for
implementation. One of my aims was to develop fwacrecommendations which might
assist practitioners to develop such a systemair twn settings. Recommendations based
on current research could increase the uptake iofapy caregiving for infants in early

childhood services.

Recent research into primary caregiving (Rocke@2has highlighted the need for teachers
to better understand the practices involved in aryrcaregiving. Rockel believes teachers’
reluctance to adopt a primary caregiving modelhi@irt work environment is based on the
false assumptions that primary caregiving is exetiand difficult to manage. This assertion
of Rockel's is certainly my experience in a praaitisense as an early childhood teacher
educator. One aim of my study was to add strebgtthe growing body of research in
support of primary caregiving by examining the acttpractices involved in an infant
curriculum based on primary caregiving. The bdnefiwhich, 1 am hoping, will be an
increase in the practice on publication and diseatiin of my findings. | am hoping my
research might shed light on any inaccurate pemeptnd also provide practitioners with a
real example of how the practice of primary carggjvcan support and benefit children,

teachers and parents.

Further aims of this research were to examine thetiges of free movement and discuss the

value of adapting the RIE philosophy and Pikler rapph and their relevance for early



childhood settings in New Zealand. My final resbaaim was to unpack the term ‘respect’
as it pertains to infants’ confidence and competeand develop recommendations for

respectful practice (see Chapter 7).

1.4 Overview of remaining chapters

Chapter 2: Literature review. This chapter situates my research within curraatdiure
regarding the RIE philosophy and Pikler approaaimary caregiving, adaptation versus
adoption of a philosophy, free movement, the etlo€scare, and respect for infants’
confidence and competence. It highlights whereetlage gaps in the available literature and

suggests where my research might contribute fadiuch gaps.

Chapter 3: Methodology. This chapter outlines the methodology utilisedhis study and
the approaches taken for data collection and aisalyd describe the ways in which
gualitative data were collected through non-pgrtiot observations, a parent focus group
interview, teacher interviews and various docun@masources. Ethical considerations and

data validity are discussed and methods for arealyr& described.

Chapter 4: Primary caregiving. This chapter highlights my findings regarding prigna
caregiving. The themes which emerged from the data@: primary caregiving involves a
team approach; children would revisit their initg@imary caregiver; children and teachers
tuned in to each other’'s body language, cues astligs; language was used by teachers as
invitation and explanation; infants were soothedtly close proximity of their caregivers,
teachers intentionally slowed their pace and imtedhusing unhurried time; and infants were

able to wait for a turn. Each of these themesssussed in detail in chapter 4.



Chapter 5: Freedom of movementThis chapter highlights my findings regarding freed

of movement. The themes which emerged from the wate: that teachers support children
rather than intervene; following the free movemgminciples at home strengthened
movement in the centre; teachers ‘over-rode’ thacples of free movement when it was
respectful to the child and family; and teachergaged in “wants nothing” time which |

labelled peaceful observation. Each of these tkamdiscussed in detail in chapter 5.

Chapter 6: Respect for children’s confidence andampetence. This chapter highlights
my findings regarding respect for children’s coefide and competence. The themes which
emerged from the data are discussed in detail hag included: that teachers invited
children to engage; teachers engaged with childremhurried time; choices were offered;
teachers interpreted infants’ needs and wants gingaclose attention; teachers supported
infants rather than intervening; and a team approeas evident to ensure a deep level of

respect was embedded in the philosophy and pradicthe centre.

Chapter 7: Conclusions and recommendations.

In this chapter | summarise the main findings from research at the case study centre. |
discuss the limitations of the study, the implioas for practitioners and policy makers, and
give recommendations for future research. | oatfpnactical recommendations for teachers
working in early childhood settings with infantslhese recommendations are intended to
provide a framework for practitioners wanting towtate similar practices as those observed

at the case study centre. The recommendatiortsaaez on the findings from my research.



1.5 Chapter summary

Out of home care for infants and toddlers has as@d dramatically in recent times. The
RIE philosophy and Pikler approach have provideditispiration for curriculum delivery at
the case study centre. My intention is to exployes these models have been adapted to fit

the context at the case study centre and desooiveahey are understood and implemented.



Chapter 2

LITERATURE REVIEW

2.1 Introduction

In examining the literature | give a broad overviefithe origins of the Pikler approach and
RIE philosophy which have heavily influenced thélggophy and practices at the case study
centre. Secondly, | examine the existing literatpegtaining to primary caregiving and
discuss the concept and associated practices ail.dek look critically at the available
literature on freedom of movement and also on adi@pt versus adoption of a philosophy or
approach. Finally | examine the literature pertagrto respect for children’s confidence and

competence, exploring the concepts and associadetiqes in detail.

2.2 The Pikler approach and RIE philosophy

The Pikler Institute is a residential nursery foeddy Dr Emmi Pikler in 1946 in Budapest,
Hungary. It was originally named the National Medblogical Institute for infant care and
education and often referred to as “Lozcy”, aftee tstreet on which it is located. It
originated after World War Two when the Hungariasvgrnment asked Pikler to open a
residential nursery (orphanage) for children uniheee whose families could not care for
them. Before Pikler came along it seemed clear ithatitutionalising babies had drastic
outcomes. Maternal deprivation was one term usexkplain the ruined lives of babies who
failed to thrive (J. Gonzalez-Mena, personal comication, August 2010). Pikler’s

challenge was to teach caregivers to work withdecan in ways that allowed them to develop

normally and resulted in their growing up to bedarctive citizens who were more like a



cross section of the population than damaged pedple Gonzalez-Mena, personal

communication, August 2010).

Pikler was a pioneer in the care and educatiomfaints and toddlers in orphanages in her
country. She advocated for infants to be given bighest respect focusing on the
establishment of authentic trusting relationshigéwieen the adult and the infant. Her
peaceful approach urges early childhood practit®rie consider infants and toddlers as
competent, confident and unique individuals who #reused, self-initiating, involved,

resourceful, secure, cooperative and curious (Gerb@84). She uses the descriptor
“peaceful” because she believes we need to creasdea quiet environment, to slow down,
pay attention and allow infants to move and playheir own way. Pikler was a dedicated
researcher and kept meticulous records over maans yetailing the normal development of
infants at Loczy. Unfortunately because this wwes conducted in communist era Hungary,
when communication with the west was extremely tiahi only recently have Pikler’s

findings been translated into English (Sensory Aamass Foundation, 1994). When Emmi
Pikler died in 1984 the institute she started aad dedicatedly for some thirty-eight years
was renamed the Emmi Pikler National Methodologioastitute for Residential Nurseries

and is often referred to as the Pikler Institute.

Magda Gerber met Dr. Emmi Pikler prior to her wavith the orphanage, when she was a
paediatrician working with families in the 1930Gerber was so intrigued and impressed by
the respectful way Pikler spoke to Gerber’s chslile became interested in Pikler's approach
and subsequently worked alongside her at Loczy.gddaGerber was able to pioneer Dr.
Emmi Pikler's work in the United States, when simeigeated there from Hungary. The

Resources for Infant Educarers, (RIE) Institutéoated in California, and was founded in



1978. RIE is a non-profit membership organisatoncerned with improving the care and

education of infants (Gerber, 2002).

Both Pikler and Gerber suggest we demonstrate espect every time we interact with
infants. Respect to these pioneers meant treatinmfant as a uniqgue human being with

problem-solving and decision making power and ghifiot as an object (Gerber, 2002).

Because the ideas and practices are similar, #lerRipproach and RIE philosophy are often
grouped together as though they are one philosopkgr example, the RIE / Pikler
philosophy is defined as a respectful interactippraach to infant and toddler care and
development through responsive and reciprocal ioglships (Kovach & Da Ros, 1998;
David & Appell, 2001). Respect is the basis of Enmi Pikler's approach and Magda

Gerber’s RIE philosophy but there are some diffeesrbetween the two.

One difference is obviously in the approach vershgosophy. The word approach was
chosen carefully by Anna Tardos, Pikler's daughtdro did not want Pikler's ideas rigidly

defined as a methodology. Gerber was the one whd the term philosophy (J. Gonzalez-
Mena, personal communication, August, 2010). Aepthfference between the two was that
Pikler was a dedicated researcher while Gerber tessdy that research can prove anything
one wants to prove and, for whatever reason, hdosuphy was never researched (J.

Gonzalez-Mena, personal communication, 12 Augu$020

The final and most fundamental difference betweédePs approach and Gerber's RIE
philosophy is that Pikler worked predominantly wittstitutionalised children (orphans) in

Hungary, and Gerber worked with families in Los Aleg teaching a parenting philosophy.



Pikler caregivers were trained to create a spéamal of attachment so that separation was
not devastating to either caregiver or baby whenctiildren leave to be adopted or move on
to somewhere else (J. Gonzalez-Mena, personal comation, 12 August 2010).
Paradoxically, the RIE philosophy, borrowing hep¥ibm the tenets of the Pikler approach,
was taught as a parenting philosophy to promoterganfant attachment. Indeed, a masters
thesis completed recently (Triulzi, 2008) focussedwhether the Pikler and RIE methods
(once again considered as one combined method)gbeoinnfant-parent attachment. In her
conclusion, Triulzi (2008) found that “Pikler andERare empowering tools that can support
families in finding their own unique way to healtg. 69). Essentially, Pikler's approach
was dedicated to helping disadvantaged (orphanetren to develop normally, and the

RIE philosophy is dedicated to supporting paremtheir role with infants.

2.3 Primary caregiving

In New Zealand, research regarding primary caragifor infants has only recently emerged
(see, for example, Dalli, 2000; Rockel, 2002; Ké&bCairns-Cowan, McBride, Corrigan, &
Dalli, 2009, 2010; Dalli & Kibble, 2010). The terprimary care is used to explain the
responsive relationship between an infant and tbst mignificant adult in their life, usually
their mother (Bernhardt, 2000). It can also bedusedescribe an approach where a whole
centre is focused on enabling and supporting ctesgrocal relationships between small
groups of children and individual teachers or cemexg. Primary caregiving should not be
confused as taking over the important primary cale of a parent, and for that reason some
researchers investigating primary caregiving apgrea have labeled it “The key person
approach” (Elfer, Goldschmied & Selleck, 2003, 8).1 Primary caregiving or the key
person approach is a central tenet of the Piklprageh and the RIE philosophy and is a

corner stone of the philosophy at the case studyree There is an understanding that



valuable learning is taking place for the infanthe crucial routine care times in which they
are engaged with one sensitive and responsive, adtht whom they can develop a trusting
relationship (Elfer, Goldschmied & Selleck, 200350nzalez-Mena 2007; Dalli, 2000;
Rockel, 2002; Kibble, Cairns-Cowan, McBride, Coamg & Dalli, 2009, 2010; Dalli &

Kibble, 2010).

Gonzalez-Mena (2007) uses the term caregiving agalum, discussing the importance of

adults’ being fully present during individual cammes with infants. The term caregiving as
curriculum refers to the idea that crucial learniagaking place during routine care times.
Being fully present means paying full attentionttie child during those care times and not
being distracted by any other demands or happemitlsn the environment. The adult

should not feel pressure to split his or her aib@nbetween the child being cared for and
other responsibilities (Hammond, 2009). David a&pgell (2001) suggest Pikler's approach
includes an overall plan to help each child feéividually respected and secure in a close
relationship with one special caregiver and sevethers. These routine times where a
relationship is strengthened through one-to-onentaniupted care times are sometimes

referred to asvants somethingme (Gerber, 2002) @rime times

Several researchers have identifiedghene timesor routine times such as feeding, changing
and sleeping as when children and their primargegiser are engaged together (see, for
example, Greenman & Stonehouse, 1997; Hutchins ®sSi1999; Theilheimer, 2006).
These prime timesoffer opportunities for adult child interactionsirthg intimate care
moments. When these interactions are supportettdim members who are able to help

ensure the teacher and child have uninterrupted together, opportunities are created for



the development of trusting and secure relatiorsshigtween adults and children. Gerber
(2002) recommends payirigll attentionsuggesting:

Whenever you care, do it absolutely with full atiten. If you pay half

attention all the time, that’s never full attentioBabies are then always

half hungry for attention. But if you pay full atttion part of the time,

then you go a long way. That's what | would recoemolt To be fully

with a child and then let him be (p. 7).
Assistant Professor Dr. Denise Da Ros and fornsat feacher, Angela Wong (1996) identify
three types of quality time; the first is providiag'secure base” which they argue is similar
to what Gerber calls “wants nothing” time. Thisviden the teacher is present in the
environment but asks nothing of the child, rather teacher is simply present, observing,
listening and not in any way directing the chiltShe or he is responsive and receptive, but
not in charge” (Da Ros & Wong, 1996, p. 216). Beeond type of quality time, according
to Da Ros and Wong (1996), is “wants somethingetwhich takes place when the teacher
has a goal to accomplish with the child such asimeuimes when the teacher and child are
engaged in a one to one caregiving or cooperasisk. t The third quality time is “shared
activity” when the adult and child are simply erijmy each other’'s company. It is useful to
note that it is the teacher the authors are suggeSivants” something or nothing of the
child. What they might look like in practice andvhteachers support each other to enable

consistent caregiving around these times has nen beldressed in sufficient detail in the

literature.

Dalli and Kibble (2010) investigated three chargsties the team of action researchers at an
infant and toddler centre found regarding theilestyf interactions with children. These
were:

1. [The interaction] Starts with an invitation thetteacher
2. Is followed with a suggestion



3. Ends with an engagement in an activity or “jaatiention” sequence in
which the teacher and the child co-operate in awfgea shared goal. (p. 31).

This style of interaction was consistently applieg all members of the team when
approaching a “wants something” time. Furtherytf@ind there was minimal difference
between the characteristics of interactions wherptimary caregiver or another teacher was
with the child. The difference was in the paceh# interaction based on the knowledge of
the child:

In comparing the interactions of the same teachdr different children,

the only difference that we could see was thatdke familiar the caregiver

was with the child, the slower the pace of theraxtdon and the more time

the caregiver took to verbally, physically and eiowally engage in the

intimate caregiving activity. Overall, the stylé interaction however was

the same with each child... In analysing the videéosas clear that when

the teacher was the primary caregiver for a clalee appeared to have an

extra special knowledge of that child. In otherrd® the teacher did not

need to continually use a lot of words to commuieiegith that child; rather

she just seemed to ‘know’ what the child wantecdkdeel, liked or disliked

(Dalli et al, 2009, p. 41).
This deeper understanding or ‘knowing’ appearsdalstrong argument for the practice of
primary caregiving. After more than twenty-fiveays experience as an early childhood
educator, centre director and now early childhooafgssor, Cheshire (2007) recommends
establishing a primary caregiving system:

Consistency of care helps children develop trustpraomy, and initiative.

A strong relationship is formed with the families @aily communication is

shared. Teamwork and cooperation are requirediwfapy caregivers in a

classroom. This improves staff relationships. riggee wins when a

primary caregiver system is implemented (p. 38).
Te Wilariki clearly states that an infant's ability to thrivedalearn is reliant on the
establishment of a reciprocal, intimate, responaive trusting relationship “with at least one

other person within each setting” (Ministry of Edtion, 1996, p.22). Recent neuro-

scientific research regarding the influence ofyeaHildhood experiences on the developing



brain suggest the role of primary caregiver is @with infants and toddlers when they are

cared for outside the home (see, for example, S¥fo&kPhillips, 2000).

This focus on relationships means an important idengtion in the care of babies is to
ensure the child’s healthy identity formation. IyglL995) looks at five policies and practices
which directly impact the formation of an infanttentity. The first of the five policies and
practices he considers important in the positivenfdion of identity is the assignment of a
primary caregiver. Lally asserts that this practenables the child to form an intimate
relationship with a known/trusted adult, ensurihgreé is a safe and secure base from which
he or she can explore the world. The other fodicigs and practices Lally considered
crucial to the identity formation of infants in tthicare settings were: i) continuity of care; ii)
small group size; iii) responsive as opposed tellectually stimulating curricula, and iv)
cultural continuity and common language. Interegi, these last four policies and practices
also relate to primary caregiving and would be ndifficult to achieve in the absence of a

primary caregiving system.

There is support for primary caregiving in therkteire (see, for example, Theilheimer, 2006;
Rockel, 2002: Bary, Deans, Charlton, Hullett, MartMartin, Moana, Waugh, Jordan, &

Scrivens, 2009; Hammond, 2009; Elfer, Goldschmie®&leck, 2003) but this does not

accurately reflect the practices in early childh@edtings (Rockel, 2002). In her master’'s
thesis, Rockel found that primary caregiving is wadely practiced because of the view that
it is exclusive and therefore difficult to make Wwan a setting where the primary caregiver
will not always be available to the child. Elfendacolleagues (2003) list many reasons
practitioners might be against a primary caregivangey person approach including:

1. It brings staff too close to a parental role aneytrisk becoming over-
involved.



2. If children get too close to any one member offstafs painful for them
if that member of staff is not available.
3. It can be threatening for parents who may be jealofi a special
relationship between their child and another adult.
4. The key person approach is complex to organisestaftineed to work as
a team, not as individuals.
5. It undermines the opportunities for children totgrate in all nursery
community relationships (Elfer, Goldschmied & Selie2003, pp. 8 & 9).
Most of these reasons insinuate that primary ceirggis an individual approach as opposed
to a team approach. As already noted, more rewesgarch has found that primary
caregiving is indeed a team effort and needs ttulbe supported by a secondary caregiving
system (Bary et al, 2009) and is in no way a fofmeplacement for the parent (Kibble et al,

2009).

An article by writer and adult educator, Bernhg®000) expresses a similar view and argues
that a thorough understanding of primary caregivimgmportant. In this opinion piece,
Bernhardt suggests, rather than being exclusive, ghimary caregiver has principal
responsibility. Teamwork is essential for the egstto run smoothly and effectively
requiring good communication, understanding, commaitt and flexibility. Bernhardt also
believes that primary caregiving benefits the chilet teacher and the parent. She suggests
this practice enables the child a secure base fwbinh to further explore his world. She
believes separations are eased and strong pegomslaps with those in the same primary
caregiving group are forged. Interestingly, Bemdhasubmits teachers often show more
reward and sense of value when they have a prigaggiver group and primary caregiving
provides parents with a primary contact which caseeseparations due to the bond of trust

formed between parent and caregiver.

The literature reviewed supports the implementatiba primary caregiving system. Strong

arguments against the use of primary caregivingbased on perceptions as opposed to



empirical evidence (Elfer, Goldschmied, & Selle2k03; Rockel, 2002). Of all the recent
research into primary caregiving or the key perapproach, the only study to suggest a
system for implementation was Elfer, Goldschmied 8elleck, (2003). | believe there is a
need for more practical guidelines to support teexio implement a flexible, team-centered
approach to primary caregiving. Having evidenceh& benefits explained in a practical
sense and also clarifying that primary care is aobut exclusivity or replacement will

hopefully garner further support for the practice.

2.4 Freedom of movement

Free movement and independent exploration is anatksential element of the Pikler
approach, RIE philosophy and the philosophy atctee study centre. Pikler sums up her
thinking behind this practice:

While learning during motor development to turntba belly, to roll, creep,

sit, stand and walk, he is not only learning thog®/ements, but also how

to learn. He learns to do something on his owretonterested, to try out,

and to experiment. He learns to overcome diffiealt He comes to know

the joy and satisfaction which is derived from &igcess, the result of his

patience and persistence (Pikler, 1969, p. 8).
Pikler's research (1963, 1969, cited in Sensory rwass Foundation, 1994) involved the
systematic observation of infants and young childia attendance at the National
Methodological Institute for infant care and edumaton Loczy Street in Budapest.
Specifically, nurses responsible for their care aeducation recorded each child’'s
development and activity with the goal of complgtia scientific study of the natural
development of infants and small children. Pikleund that children who can move
naturally through the developmental milestonesnffreupine to prone; crawling to sitting;

standing to walking to climbing) are not only maable physically but also more able

intellectually, socially and emotionally. She tatghat freedom of movement means that



babies are never put into positions they cannotngetor out of by themselves. They are on
their backs until they can turn over, and they ao¢ propped into a sitting position or
restrained in any kind of device (an obvious exioeptvould be in a car seat while travelling
by car for safety reasons). Pikler was clear ttheg adults’ role in infants’ motor
development is not to interfere with it (Gonzaleeid, 2007). What Pikler found through
systematic observation was that freedom of movememotes the focus and motive needed
for self-education and gives the infant a lastingwv of herself as a competent learner
(Sensory Awareness Foundation, 1994; David & App2001). These findings were
supported by Gerber who argued that freedom of mewt can affect infants’ dispositions
and character (Gerber, 1979). Gerber opinesctiiiren may develop a high tolerance or
need for stimulation if they are constantly stimeth and entertained. She thinks
entertainment may be fun but that the more infgets the more they want. Once they are
used to being entertained by somebody, she thitilesy lose the ability to entertain

themselves.

Another devotee of Pikler's motor development redgaJanet Gonzalez-Mena (2009)
discusses the links between developing motor skiltslater learning. She states:
Through their fascination with their bodies anasg motivation to develop
movement, they prove to be highly competent, inddpat learners. Their
persistence to increase movement skills sets agHemlater learning (p.
139).
As stated previously, free movement means alwagsigy a child in a position she can get
herself into or out of without adult interventicemyd making sure that each child’s body is
completely supported at all times. This meanswian you lay small babies on the floor it
is important to always lay them slowly on their baetting them know what you are doing.

It also means that when the children are playirig important for the adult to be nearby to

observe and support them (Cairns-Cowan & McBrid@Q92. The adult’'s role is to be



closely attuned to and to facilitate an environmiiat is stimulating and exciting, but also
peaceful and respectful. The adult is there prisndo observe attentively and not to
interfere. Gerber (2002) defines thisveants nothingime, when the adult wants nothing of

the child. The adult is there just to observe ws#hsitivity.

Money (2006), in her book about infants’ naturaltonadevelopment, inspired by the RIE
philosophy, makes the link between moving freelgd amploring and the child’s social and
emotional gains. She says:

An infant who is free to move his body toward anecbhe wants is self-

rewarded by a feeling of mastery and develops adoaattitude toward life

that spills over into social, emotional and cogmitrealms (p. 6).
Others investigating free movement have observgdsglf-rewards and social and emotional
gains for infants of being allowed to move freehdgrogress through the typical physical
motor development stages without adult interventisee, for example, Brownlee, 2009;

Gonzalez-Mena, 2009; Cairns-Cowan & McBride, 2008jowever, like Money, these are

opinion pieces inspired by RIE and Pikler but neédd on empirical evidence.

Freedom of movement, or not putting a child intg pasition he cannot get into or out of by
himself, is twofold: Firstly there is the premidet infants should always be laid on their
back and not propped to sit or pulled to standhgy tan learn to roll, sit, crawl, and walk
unaided; and secondly the idea that it can be harof infants to be placed in movement
restricting devices such as high chairs, walkené&rg and jolly jumpers. While there is a
lack of empirical evidence to support the firsttpafr the principle, there is over-whelming
support in the available literature for the latemgiple regarding movement restricting

devices.



Hannaford (2005), a scientist, educator and thiecaiudf a book based on brain development
research, writes: “The body plays an integral paill our intellectual processes” (p. 15).
Furthermore, she asserts: “Movement, a naturatga® of life, is now understood to be
essential to learning; creative thought, high lef@imal reasoning, and our ability to
understand and act altruistically towards all thtisat share our world” (p. 235). This
evidence would suggest that children who are nsttamed from moving will have greater

opportunities for the important intellectual proses outlined above.

As stated previously, infants’ learning and deveiept is hampered when they are in car
seats or restrictive devices such as baby carsarmsgs, jolly jumpers, walker trainers and
the myriad other ‘containers’ available for aduwheenience (Gerber, 2002; David & Appell,
2001; Hannaford, 2005; Porter, 2003). The termntamer”, to describe the mobility
restriction placed upon infants by devices suckvaags, walkers, high chairs, was coined by
Porter (2003). Porter carried out research on mewve restricting devices between 1991 and
1996. She asserts:

These devices can actually HARM an infant’s naturalscular-skeletal

development and should NEVER be utilised. In paointact, they should

NEVER have been invented in the first place (p.4).
Hannaford (2005) supports this view and is adantiaait excessive use of any movement
restricting devices is unwise: “[such devices] aambit active muscular movements either

of the neck or core muscles” (p. 111).

Because the majority of research available to supfie idea of children progressing
naturally through the physical motor developmenages without adult intervention
originated from an orphanage in Hungary, therenigartant discussion to be had around the

environmental differences between an orphanageuingbiry and family homes and child-



care centres in New Zealand. While the teachetkdrcase study centre have embraced the
free movement philosophy originating from Hungathey had to adapt the understanding
and practice of free movement in the centre toviihin a context where children are loved
and cared for in family homes while not in attermkaat the centre. At the Pikler Institute in
Budapest where the children are consistently exptiséhe principles of free movement, and
the nurses are specifically trained in the apprpaale might expect to see entirely different
behaviour, consequences and benefits to an eatthobd centre where the care is shared
between centre and home where the cultural normbeayg ‘entertain’ the baby.

Many authors have celebrated, adapted, adopted, oimerwise implemented Pikler's
teachings with regard to free movement (see, farmgpte, Brownlee, 2009; Gonzalez-Mena,
2009; Cairns-Cowan & McBride, 2009; Hammond, 2009Vhile there is considerable
support for the idea that movement restricting devican be harmful to an infants’ natural
motor development, there is a distinct lack of emal evidence to support Pikler's ideas
regarding the danger of adults intervening in tariral motor progression of infants brought
up in a family home. Pikler's research was caroetlin an orphanage where, by the very
nature of the institution, it was essential thdamts learned to entertain themselves. The
philosophy of free movement as it pertains to ajulbn intervention in infants’ natural
motor progression, while attracting many devotetloveers, has never been researched
outside of an orphanage setting. A systematicheaafrthe literature failed to provide further

evidence of the benefits or otherwise of this aspefree movement.

2.5 Adaptation versus adoption of a philosophy

When a philosophy is adopted it is embraced, betleand practiced in its purest original
form. This can have unintended or unexpected cuesees when the philosophy is

transferred to an entirely new context. We knowat thocio-cultural context is inextricably



linked to learning and development (Rogoff, 200Bherefore, we should not expect that the

same philosophy, practiced in two different cordaxight yield the same outcome.

This leads us to adaptation of a philosophy whihvhen the essence of a philosophy is
believed and followers adapt the practices tothaitindividual cultural context into which it
is being transferred. Saracho and Spodek (200&)ngvabout innovation in early childhood
education, state:

It is important that early childhood educators e¢desand reflect on current

trends rather than hurriedly and carelessly adapgrad, although a concept

or trend should not be denied merely because ihseww. It is important

to assess each idea, programme and innovationtéonaae its worth and

applicability to the children’s culture and commiyr{p. 182).
An Australian literature review looking at innowadiideas for child and family services and
particularly ‘diffusion of innovation’, highlightethe complex interplay of the innovation, the
individual, the organisation and the wider envir@minon the spread of innovative policies,
programmes and practice (Slaveron, Arney & Scdif)6). They consider the adoption
versus adaptation debate and suggest:

The three methods of defining the success of ddfysdentify the complex

trade-offs between adopting versus adapting an vatian when

transplanting it to a new context. For examplaéhfal replication of a

programme may be more likely to lead to desiredcames, but the

programme may not fit well with local settings ahdrefore may spread to

a lesser degree and be less likely to be sustaitiedannot be assumed,

however, that a programme (whether transplantgmuie form or adapted)

will lead to the same outcomes as at its origintd. s Therefore it is

important to rigorously evaluate and carefully ntoniany innovation

introduced in a new setting (p. 42).
Gerber adopted Pikler's approach and suggests:atke hfelt sometimes like the bridge
between Dr. Pikler and American society” (Gerb&98, p. 189). Teachers at the case study
centre have adapted the Pikler approach and RIBsaphy to ensure they are a good fit

with the cultural context of the centre and fansileho attend.



2.6 Respect for children’s confidence and competence

Respect for children’s confidence and competentieeidinal element of the Pikler approach
and RIE philosophy | examined in-depth. One el@nwnrespect according to Te One
(2008) is to consider the rights of children. “l[dnen’s rights do not receive widespread
public or political support in New Zealand” (Smi&007, p. 1). Article twelve of the United

Nations Convention on the Rights of the Child stat&he child has the right to express his
or her opinion freely and to have that opinion tak&o account in any matter or procedure
affecting the child” (United Nations Committee dretRights of the Child, 2003). However,
adults do not always see infants and toddlers pabda of having an opinion and often
matters or procedures affecting the child are syrg@cided by adults responsible for the

child (Te One, 2008).

According to Brownlee (2008), some of the generatfices taken for granted with infants
and toddlers are actually very disrespectful whenexamine them more deeply. Picking
children up without telling them, washing a faceaimurry, dressing a child without talking
through what you are doing are just a few exampfeminimal respect. Brownlee argues
that just because an infant or toddler has led#tyatn verbally communicate their desires
does not mean they are any less confident or canpehan any other human being

(Brownlee, 2008).

Gonzalez-Mena (2009) is in agreement with Browrleé considers one aspect of respect to
be predictability, which is, helping babies antatig what will happen next. Babies should
know what to expect each step of the way when #reybeing dressed, changed, washed,
groomed or fed (Gerber, 1984). Predictability ke#ml a sense of security for babies. If we

think about it as adults we know what we are downgy we are doing it, where we are going



and what we are doing next (generally). AccordiogGerber (2002), Pikler (1969),
Gonzalez-Mena (2009), and Brownlee (2008) spelimg out for children is a simple matter

of respect.

Respect is shown when adults treat children in wsyslar to how they would like to be
treated by others (Cheshire, 2007).

This is the Golden rule of quality care. If a mgr£omes up behind adults

unexpectedly and touches them, the first reac8amne of surprise. People

may jump or flinch. Adults expect to be informetiem someone is about

to touch them. Therefore, teachers and other @dhliw respect when they

approach an infant or toddler by moving in fromt,tee child sees someone

is coming. Then respectful adults speak and hellahild what is going to

happen (p. 36).
Because human beings tend to treat others as gweyldeen treated (Bowlby, 1988), teachers
need to model empathy. If we were always instdietieout what will happen for, with and
to us, rather than consulted with and respecteshasdividual with rights and freedoms, then
we would feel powerless and insignificant. Whechdd is treated with empathy he or she

will learn empathy towards others.

Reporting on her doctoral thesis, Te One (201Ggstthat if we knew more about children’s
rights, we would be better advocates for the ppiesi of high quality early childhood
practices. She comments:
The biggest barriers to understanding children’'ghts are adult
misconceptions that children lack the capacity tkensensible decisions;
that children’s rights undermine adult authoritpdathat complying with
children’s rights requires too much effort (p. 8).
These misconceptions can lead adults to neglecethtonship factor in education. James L

Hymes Jr, wrote prolifically from the 1930’s to tH®80's on the need for adults to

understand and regard children’s socio-emotionatise His belief was that the foundation



for true education is relationship based. Hym&§%1 cited in Anderson, 2009, p. 14) wrote:
“What matters most when you’re three, four, siemht — I'm afraid it's what matters most
while 12, 79 and so on — it's PEOPLE.” This iddaaationship-based learning is at the
heart of respect for children’s confidence and cetapce as well as primary caregiving with

infants.

If we are to truly understand the relationship-blagetential for education of infants then we
need to develop greater empathy. One way we caathmse with infants is to slow down
and recognise that infants may be better off neirfgato be rushed (Brownlee, 2008). Time
is another aspect of respect for infants’ configeand competence, particularly the use of
unhurried time. That is being fully attentive asildw enough to pick up on the individual
rhythms and cues of the child. In her article: M&’, Raewyne Bary (2009) asserts:
“Relationship building takes time. It can’t be had and it cannot be programmed into a
daily roster system” (p. 19). She suggests: “Mawle should follow their sense of time....
To be in the moment: to be in the space of tima lah go of the ticking clock. Let the
infants and toddlers lead us. Let’s follow thdiythm, instead of that of the ticking clock”
(p. 18). Bary also recommends four key elements thee development of trusting
relationships between children, teachers and famili
* Being available
* Beingtunedin
* Being responsive
* Being consistent
All of the above requirements have one thing in can, and that is
the need for time (p. 18).
Unhurried time may prove central to showing respkot infants. Responding with

sensitivity and developing nurturing relationshipsth involve the use of unhurried time.

These two aspects are the first two of twelve watgsie Goffin (1990) argues we can show



our respect when interacting with children: Shownegpect for childhood, she believes,
involves the following:

1. Responding with sensitivity to children’s individify

2. Developing nurturing relationships with children

3. Using adult authority with wisdom to facilitate ten’s growth into
caring adults

4. Considering how day-to-day practices influencedriih

5. Recognising discipline as a learning experiencelfiddren and viewing
mistakes as potential learning opportunities

6. Acknowledging children’s competencies

7. Organising a curriculum that provides children witteresting things to
think about

8. Supporting and strengthening parents in their obddng
responsibilities

9. Acknowledging the expertise needed to be a prajassiin early
childhood education

10. Speaking out on behalf of early childhood educatisa profession

11.Speaking out on behalf of children’s needs to parerschool
administrators, business and community represgettiand policy
makers (pp. 37-40).

| agree with each of Goffin’s guidelines and comesitivo points particularly noteworthy in
relation to respect for children’s confidence amunpetence. “Acknowledging children’s
competencies” suggests that we must consider tiek @f capable. We must view them as
able and resist the urge to do too much for thiel@nd, instead, allow ourselves the time to
see what they can accomplish on their own. Gesha&ssertion: “Do less; observe more;
enjoy most” (quote displayed on the wall at theecatudy centre) is in agreement with
Goffin. The second of Goffin’s respectful ‘waygat really resonated with me in relation to
this research was: “Responding with sensitivityctoldren’s individuality.” This means
considering a person’s decisions, choices, prefeenand styles of responding and

interacting to be valid even when they are diffeteryour own.



2.7 Ethics of care

The notions of empathy and respect are at the bé#ne “ethic of care” discourse prevalent
in the feminist moral theory literature (Goldstel®98; Dahlberg, & Moss, 2005; Noddings,
1984; Tronto, 1993). The general premise of ticeatf care debate is that “caring is not
something you are, but rather something you engag®mething you do” (Goldstein, 1998,
p. 247). The word ‘care’, as it pertains to teaghiis often linked to feelings, personality
traits, or a person’s temperament. However, Geidsargues, this simplistic view of care

obscures the “complexity and intellectual challenge/ork with young children” (p. 245).

Noddings (1984) is in agreement with Goldstein atades: “Caring involves stepping out of
one’s own personal frame of reference and intoother’'s” ( p. 24). Noddings (1984) calls
this motivational shift of putting aside your owinoices, preferences, ideas, and really
receiving another person as “motivational displageth (p. 24). This shift “compels the
one-caring to give primacy, even if momentarily,th@ goals and needs of the cared-for”
(Goldstein, 1998, p. 246). This motivational de&g@ment coupled with attentive, receptive
engrossment will lead the one caring to supporitie cared for in a manner most suited to
the cared for. For example, a teacher may belibae a child has no need or use for a
security toy, but in reading the gestures and cokghe infant (attentive, receptive
engrossment) may offer the infant their security against their own beliefs (motivational

displacement).

Noddings (1984) proposes that each caring encowilebe unique, situated and variable:
“the actions of [the] one-caring will be varied hat than rule-bound, predictable in the
global sense but unpredictable in detail” (p. 2%&)pr instance, a teacher who believes that

children should progress naturally through the estagf motor development will predictably



lay a child gently on his back to explore. Perhappredictably, she might then prop this
child to sit (motivational displacement) if he beges upset lying on his back (attentive,
receptive engrossment). Responsibility, commuiunat attentiveness, competence,
responsiveness, empathy, intuition, compassiong,l@nd commitment are all attributes

described by the various researchers contributraut understanding of an “ethic of care.”

2.8 Chapter summary

In examining the literature | gave a broad overvigfathe origins and components of the
Pikler approach and RIE philosophy and the diffeesnbetween them. Essentially, Pikler
worked with families as a paediatrician first amdiel with orphans in an institution. Her
ideas were developed based on the research shdetedhwith these orphans and the nurses
trained to care for them. The RIE philosophy add®ikler's approach and espouses all the

same ideas but is aimed at working with familied aarly childhood services.

The literature associates many benefits with pryntaregiving but also suggests the practice
is not yet widespread in early childhood servicEsw authors make suggestions of practical
guidelines for early childhood education practidgmwanting to implement such a system in
their setting. This is where | believe there igagp in the literature and a contribution to be

made for the early childhood sector.

Freedom of movement is a term understood as meaw@wner putting a child into a position
she cannot get into or out of all by herself. Ehare two aspects to this premise: one is not
interfering in any way with the natural motor pregsion of the infant (for example, from
lying on his back, to rolling, then sitting, therawling, and eventually pulling himself up
and standing); the other premise is not puttinddedin in any type of container, such as a

high chair, walker-trainer, swing or jolly-jumpein the literature freedom of movement is



associated with benefits to children’s physical, oganal, and cognitive functioning.

However, a lack of empirical evidence to suppoe finst premise when applied to children
developing normally in family homes was identifi@dthis chapter. This led me to examine
the literature on adaptation versus adoption dhilopophy which was also discussed in this

chapter.

Respect for children’s confidence and competencadiscated in the literature. Actions
demonstrating such respect include predictabiligmpathy, developing nurturing
relationships, considering the child as a capabteegual human being, being fully present
and engaged with each child and observing and nelspgp sensitively. Respect for
children’s confidence and competence also invoimésntional caring or an ethic of care
where the teacher is intentionally able to displaee own motivation in order to truly
understand the needs and wishes of the child ardatt in the best interests of the child and

not just on his or her perceived best interesth®@thild.



Chapter 3

METHODOLOGY

3.1 Introduction

| undertook a qualitative case study that inveséigahe practices of primary caregiving,

freedom of movement and respect for children’s iciemice and competence. A thematic
coding of observational and interview data was usednterpret and analyse the data.
Observation data was gathered by non-participant &l paper observations and video
recording. Documentation records such as ERO tgpprospectus information, children’s

individual discovery projects, wall displays, neetgtrs and information for parents were
useful in triangulating data generated by obsemwatiand teacher interviews as well as a

parent focus group interview.

3.2 Theresearch questions

For this research there were two key questions:

1) What do practices that are inspired by the ptifosophy and Pikler approach look like in
an infant and toddler setting which uses

(a) primary care-giving;

(b) free movement;

(c) respect for infants’ confidence and competence.

2) What are the understandings of teachers arghfsaas to the efficacy of these practices

and the factors which might enable and / or comsthese practices?



3.3 A qualitative approach

Adopting a qualitative approach enabled me to afesauthentic interactions in their natural
setting. Denzin and Lincoln (2005) explain:
. This means that qualitative researchers studygghiin their natural

settings, attempting to make sense of, or interpfeénomena in terms of

the meanings people bring to them. (p.3)
To help describe the phenomena being researchedirband Lincoln (2005) recommend
researchers use a variety of sources for data sigauch as personal experiences,
interviews, artifacts, observations and texts. ahge of data were used to analyse the
practices at the case study centre. They includédl and contextual non-participant
observations of the environment and the commuritiearners; semi-structured interviews
with teachers and a focus group interview with peeand analysis of documentation

sources such as learning stories, wall displaysyc&iibn Review Office (ERO) report,

routines, newsletters, parent information and etioicdandouts.

3.4 The case study

The strategy of enquiry (Denzin & Lincoln, 2005} tbis project was an ethnographic case
study which was carried out over a two-week period.
A case study is an empirical inquiry that
« Investigates a contemporary phenomenon withireds-life context,
especially when
e The boundaries between phenomenon and contextcrelearly
evident (Yin, 2003, p. 13)
A case study was the most appropriate mode of gndor this research as it sought to
unpack complex social phenomena (Yin, 2003). lis tase the phenomena being the

adaptation of a philosophy derived from work wittfants in orphanages in Hungary to a

New Zealand context.



Merriam (1998) suggests researchers should empt@asa study design when they wish to
gain “an in-depth understanding of the situation ameaning for those involved” (p. 19).
The focus for case study research is to provide description of a bounded case. The case
could be a person, a setting or a concept. Icdlse of my study it was the setting at the case

study centre.

3.5 Socio-cultural theory

A socio-cultural theoretical framework (Rogoff, Z)Osuggests that “people develop as
participants in cultural communities. Their deyeteent can be understood only in light of
the cultural practices and circumstances of th@immunities” (p. 4). Socio-cultural theorists
maintain that higher order brain functions are dtgwed through an individual's membership
of and engagement with a community (Rogoff, 200Barp & Gallimore, 1988). This
framework sits well with an ethnographic case stddgign as ethnography is characterised
by understanding and describing the beliefs, vahugsattitudes that structure the behaviour
of a group (Merriam, 1998), and case study dessgcharacterised by the intense, holistic
description of a group. Socio-cultural theory, nethraphy and case study highlight the

importance of context and detalil.

The New Zealand early childhood curriculum framekvatocumentTe Wiariki has
influenced the popularity of socio-cultural theorgome argue that it can also be used as a
framework for analysis in qualitative case studsegech (Terreni, 2009). This socio-cultural
understanding that higher order functions sucthexking and learning develop out of social
interaction (Tharp & Gallimore, 1988) is consistevith the underpinnings ofe Wlariki

which states:



This curriculum emphasises the critical role ofialbhg and culturally
mediated learning and of the reciprocal and respenslationships for
children with people, places and things (p. 9).

3.6 Introduction to the setting, teachers and children

3.5.1 The setting

The environment at the case study centre is a e#adwilla on a main road between a large
suburb and the central city where many of the garehchildren who attend the centre work.

At the time the research was carried out, the eetatered for 22 infants and toddlers and
was open from Monday to Friday from 7.30am untiim6p This centre has a homely

environment with a kitchen, dining room, sleep roamappy change / bathroom, laundry,
staff room, and three separate play spaces (onaffots, one for toddlers, and an outdoor

play space). The service caters for both full-tame part-time attendance.

The case study centre is divided by age into tvetirdit groups. The Nursery group has up
to seven children under fifteen months with twocteas and the toddler group has up to
fifteen children from fifteen months to two and alfhyears of age with four teachers. The
centre manager divides her time between the irdadttoddler rooms relieving for teacher
breaks and helping out as required. These rat@osare favourable than those required by
the minimum standards for current early childhoedutations in New Zealand, which are

1:5 for all children under two years of age.

A range of natural, open-ended objects for expionadre available to the children. There is
a distinct absence of plastic manufactured ‘babyst this reflects the philosophy of the

teachers who agree with Gerber and Johnson (1888)“the best [toy] choices are a variety



of sturdy, simple objects that allow the infanetglore their properties through her touching

and mouthing... her intellect develops as she sthese experiences in her memory” (p. 88).

There is a large basket outside the nursery rooerevteachers and other adults entering the
environment are instructed to place their shoedl adults are invited to remove their
footwear before entering the infants play spacea asark of respect for the infants who are
using the floor surface to move, explore, and leaifhere are numerous beautiful wall
displays espousing the centre’s philosophy. Sointieese displays include the following:

SLOW
DOWN

Every baby is the divine child

Every child is a miracle

Every child is born capable

Every child is a free and equal human being
Every child is born to act out the love story
Every child wants to dance in the heart.

Just notice... (With a picture of a big key)

Young children need time
Tender

Intimate

Moments

Everyday

FREEDOM TO MOVE AND PLAY

Principles:

The relationship is all — it is a matter of life tbe baby so nothing
jeopardises the relationship.

The baby is capable.

The baby is designed perfectly so it needs supipotrtneither help nor
interference.

The baby is a free and equal human being.

The relationship is always partnership becausedneeequal human beings
have partnership.

The care moment is the most important moment irb#ieg/’s life. The care
moment is when the relationship is grown.

Practices:

Full attention.

With and not to.



Respect in seeing, in listening, in touch, in speétpartnering.
Enjoyment, pleasure and satisfaction in food.
Freedom to choose
The centre’s most recent ERO report (2008) madefdahewing comments regarding the
environment and overall atmosphere at the casg sertre:
The indoor and outdoor environments promote cusipsmvestigation and
exploration. Strategically placed viewing windowsa range of designs
and colours extend the child’'s view of the centnd autside world. The
nursery play space provides a safe and intereatieg for infants to move
in freely and at their own pace. A range of dif@r surfaces and levels
enables easy access to various parts of the romhgding a raised area that
provides challenges for children at early stagesalbility.
The overall atmosphere is friendly, welcoming amatht Individual care
needs are woven throughout the programme in a figamed unhurried
way. Children are well supported by attentive it making their own
decisions and developing their independence. Tp&y amicably
alongside each other and confidently approach sdalt support. High

teacher to child ratios provide good levels of wdlial attention (Education
Review Report, 2008).

3.5.2 The teachers

There are nine staff at the centre; one manager fdil time teachers, two part time teachers
and a cook. The centre manager and six of the oth#f are fully qualified and registered

early childhood educators. The only non-earlydtiolod qualified adults employed in the
service are one of the nursery teachers (who igadifigd accountant) and the centre cook
(who has qualifications in food service). In thasery there are two full time teachers and
the manager also spends a considerable amounmef iti the nursery relieving during

teacher breaks and “non-contact” (child-free) times

The teachers strongly believe in a child-centreghraqch, cherishing and respecting
children’s individual interests and routines. hetcase study centre there is a strong view

that by providing an environment that supports freevement, the teachers are allowing



children to develop at their own pace, and thigum empowers them to develop self-
confidence, self-esteem, determination, persistandea sense of learning how to learn.

The philosophy developed by the teachers is base@spect and support, guiding children
to be confident and competent learners. The fatlgus the centre philosophy created by the
teachers employed at the case-study centre atrikehie research was conducted:

In order to provide the best environment for claldito learn, we respect
and recognise the importance of peer learning, reélction, professional
development and sharing knowledge within our comitgun

We believe in the importance of partnerships, dgyely honest and
respectful relationships with children and theiranhu.

At the heart of our approach are responsive anpeotl relationships,
which are empowering and reciprocal. We celebrath ehild’s journey,
documenting their interest and accomplishmentsengthening connections
between home and centre and ultimately promotingpragpiate
opportunities/experiences to support this learingd discovery.

We value the diversity of our teaching team apjatéwny each individual's
knowledge, experience and teaching skills. The ewajve support and
dedication of our team enables us to provide a gfahcharmonious
environment for all.

We embrace and celebrate the significance of poalenew and existing
languages and cultures; placing emphasis on tikamghte reo Maori,
which is woven throughout each day.

We enjoy our unique, safe, but challenging envirentrand take time to
create aesthetically pleasing and visually intémgsspaces where children
can become confident and competent learners. Wevbkethat children
learn through exploration of space, colour, taciihel sensory experiences
with a focus on natural materials.

We incorporate aspects of the R.I.E philosophy ouo programme which
focuses on the importance of respect and the apmtytfor children to
progress at their own natural pace.
In order to ensure that children develop an awa®nef good
environmental practice we model and promote thee&hr's” — reduce,
reuse and recycle (case study centre philosophye@@mber 2009).
The following were statements made by ERO (200ganding the teachers at the case-study

centre.



Teachers focus on the importance of respect andopportunity for
children to progress at their own natural pace. prinary care-giving
system operates at the centre in accordance wiliphiiosophy.

Teachers work as a team and all embrace the cemhefosophy. They
respect the children as confident and competemhées and value their
contributions to the programme. They follow thadeof the children and
take a flexible approach to programme provisionu@dion Review Report,
2008).
The following grid details the names of the threachers | observed as part of this research

(pseudonyms | have based on the names of natived¢adand birds). Also detailed is their

training background, length of service and numiigrears qualified.

PSEUDONYM TRAINING LENGTH OF NUMBER OF
BACKGROUND SERVICE YEARS
QUALIFIED
Tui B. A./ B. Teaching | Three years Seven months
(double degree)
Kea Qualified accountant Eleven years N/A
Huia B.Ed. ECE Six years Six years

3.5.3 The children

There were six children directly involved in theearch, each of whom was attending in the
nursery. Several of the toddler parents gave sion for their children to be involved.
This meant that when the children came and wemh fifte nursery to say a “hello” to their
former primary caregivers | was able to record smtéractions also. The children involved

attended the centre for a variety of hours and dayging from full time to just one or two



days per week. The youngest child observed wadiygsmonths old and the oldest child at
the centre was two years and three months of &yst children were of European descent.
One child was Japanese/Indian, one child was Duatioth,one French. When at home, each
of these three children was spoken with in thetivealanguages and was only exposed to
English when they were in attendance in the cemtice outside of their home. All children
observed in the study were from two parent familexl all but one child were the first (and

currently only) child in their family.

The following grid details the primary caregivingogps in the nursery (using pseudonyms)

at the time the research was undertaken.

CHILD PRIMARY CAREGIVER
Rosie Kea
Charlotte Kea
Elsie Kea
Madeline Tui
Ben Tui
Max Tui

3.6 Method

3.6.1 Non - participant observations
All observations, interviews, and gathering of doeumtation data took place within the
centre over the two-week period. During that tirh@ssumed the role of non-participant

observer (Denzin & Lincoln, 2005; Mutch, 2005; Mam, 1998; Stake, 1995). | spent my



time in the Nursery observing relevant interactiand dividing my time between observing
teachers and children to ensure | recorded a yasfahteractions. From these observations
| developed full and descriptive field notes forabysis in order to answer the research
guestions. Observation emphasis was placed oreflearch questions pertaining to primary

caregiving, free movement and respect for infacshpetence and confidence.

A combination of video camera and digital camera wsed as well as written observations
and descriptive field notes to record interactiomgarding primary caregiving, free

movement, and respect for infant’s confidence aonthpetence. Only observations of
specific interactions which connect with the chosesearch questions were recorded.

My criteria guiding what | would (and would not)sdyve and record is outlined below.

Primary caregiving is defined in the literature as a special relatigmsvith one other person

in the environment on whom the infant can rely teeinhis or her individual needs (Elfer,
Goldschmied, & Selleck, 2003; Gonzalez-Mena & WigareEyer, 2009). Thus | focussed
on one-on-one interactions between a child andchexaot only between a child and their
primary caregiver but also between children anceo#@dults in the environment). | used
video recording to document the detail pfime timesor caregiving routines such as
changing, meal-times, and preparing children fat.rel also recorded the information
discussed and exchanged between caregivers (beteaehners and also between teachers

and parents).

Freedom of movements defined in the literature as only placing cheldin positions they
can get into or out of on their own and not restigc their movement by using any form of

container (Sensory Awareness Foundation, 1994; €eeld998, 2002; Hammond, 2009).



Thus | recorded children’s movement in and aroumel tursery room. | also recorded
teacher and parent discussions and comments regatte physical development of
individual children. Finally, I recorded teacheestions and language directed to children

regarding their physical development and infantslyolanguage, cues and gestures.

Respect for children’'s confidence and competencevas more difficult to define and
therefore required me to think quite carefully abethat | considered to be respectful
practice. The following is a list of characteigstiwhich guided me in knowing when to do
event records:
* Any time a child was offered a choice in his or bare and development.
* When teachers waited for a response before engaginghe child.
* When teachers were careful to explain to a chifghréing the process in which they
were engaged.
* When teachers would respond to the language, cukgestures of the child.
* When a teacher would sit back and allow a chilgdtve his or her own problems
rather than rushing in to solve them on his orbdedalf.
In general my guide for beginning an observatioraokspect “event” was: Is this how |
think the child would wish to be treated? Thisdjug question relates to the ethic of care
literature which suggests that caring is a compiegllectual endeavour as opposed to a
personality trait or temperament. A caring enceunbr “event” is one in which the one
caring is able to displace his or her own motivaiio order to act on the actual interests of

the child (Noddings 1984; Goldstein, 1998).

While | was familiar with the environment, | havetrbeen actually engaged in teaching

within the environment on any regular basis foresalvyears. | was able to observe without



being involved in any way with the activities taffiplace. There were benefits to my having
some familiarity with the environment including rapility to give in-depth description of the
environment. Stake (1995) suggests “it is impdrt@n provide details of the physical
context. What readers understand about the caseldslbe considerably enhanced by
knowledge of the setting” (p. 138). Observing a®a-participant was an advantage as | was

not in a position to manipulate any events beingeoked (Yin, 2003).

3.6.2 Teacher interviews

For the purposes of this research | intervieweddtieachers in total. | interviewed the two
full time teachers working with infants in the neig (one of whom is qualified and
registered) and the centre manager (also qualdreti registered). The teacher who is not
qualified specifically in early childhood educati@na qualified accountant with eleven years

of service as a nursery teacher at the case sardgec

Semi-structured interviews (Merriam, 1998; MutclQ03) were conducted face-to-face
individually with each of the three teachers invaaly These interviews took place during the
two-week period of data collection. Silverman (Z9p. 141) suggests that “The interview is
a pipeline for transporting knowledge.” In thisywhe interviews were semi structured and
active in that they sought to extend both the umdsver and interviewees’ knowledge and
understanding. The advantage of employing suaniew methods enabled me to pursue
new directions of questioning as they arose dugartous answers given and discussion

arising.

Interviews recorded perceptions and developing rstaledings of primary caregiving,

freedom of movement, respectful practices and wspar children’s confidence and



competence. Interviews also recorded participap&s’ceptions of the impact of these
practices on infant and toddler development andnieg. Interviews were recorded and
transcribed by me from Dictaphone or video camechgiven back to participants to check

for accuracy.

3.6.3 Parentinterviews
A focus group interview with parents was also pérny research. According to Denscombe
(2007), the advantage of conducting focus grougritws rather than individual interviews
is that:

Listening to one person at a time effectively iettrthe number of voices

that can be heard and the range of views that eamnduded within a

research project. Group interviews, however, mte\a practical solution to

this. By interviewing more than one person aneetihe researcher is able to

dramatically increase the number and range of qypaints involved in the

research (p. 177).
Other advantages of focus group interviews arettieastyle of interview can be very natural
and relaxed, thereby creating an atmosphere mkeealidiscussion than anything as formal
as an interview. This was the case for my reseasdhset up a video camera in the corner of
the room where the focus group took place. Thionded the whole discussion and
eliminated the need for me to use pen and paptkerany notes, which definitely helped to

create a less formal atmosphere. Focus groupvietes are also an efficient way to get

many perspectives and opinions in a short spatenef(Wilkinson, 2004).

Each of the forty parents whose twenty-two childvesre enrolled at the time of my study
was invited to join our focus group evening. Ofdur parents (all mothers) and the centre
manager came to the focus group interview which knedd one evening at the centre. Wine

and food was provided as an incentive to come angdbt of the process. The focus group



interview lasted for two hours and was videotapettha time and later transcribed by me. A
copy of the questions discussed at the focus gsoinzluded in Appendix F. Typed copies
of the written transcription were circulated to tparents and the centre manager who
attended the focus group interview. | asked th#igy@ants to confirm the transcription for
accuracy which is known as member checking (Merrid@98; Stake, 1995). My

transcription was accepted as a true and correotdeand no changes were requested. The

grid below details the participants who were ineattance at the parent focus group

interview.

PARENT CHILD GROUP | PLACE IN | LENGTH OF OTHER

(pseudonym)| (pseudonym) FAMILY | ENROLMENT SIBLINGS
ATTENDED?

Alisa Jon Toddler » Child Six months Older brother
did not attend

Janine Liv Nursery " Child Five months Older brother
attended

Vicky Charlotte Nursery 4. child Three months N/A

Jenny Tony Toddler *1Child Four months N/A

Huia Centre N/A N/A N/A N/A

manager

3.6.4 Documentation

Yin (2003) suggests “the most important use of duoents is to corroborate and augment

evidence from other sources” (p. 87). Documengsius this study included learning stories,



teaching stories, the centre’s most recent EROrtep@ll displays, the centre philosophy,
routines, newsletters, and parent information ahetation handouts. These many sources of
documentation were analysed alongside the otherIdadllected, providing a further source

of triangulation.

3.7 Analysis of data

Data analysis was conducted as an activity simedtasly with data collection (Merriam,

1998; Stake, 1995), interpretation and narratiy@mewriting. | searched for themes and
coded the data according to these following whatriden called the constant comparative
method (Merriam, 1998; Stake, 1995). Patternscamthections were established as findings.
Direct observations of specific phenomena and lisgfotes were also highlighted and used
as illustration in writing up the qualitative storyAfter analysing the data | looked for any
patterns that emerged and compared my researclisregith patterns in other studies

reported in the literature, and predicted in thesri

Observations were coded into each of the threeifspereas outlined in the research
guestion, as were interviews with the three teachead the focus group of parents. Video
footage provided a level of detail necessary toaenh pen and paper observations of the
same phenomenon. Documents recorded includedngastories, routines, ERO report, the
centre philosophy, newsletters, parent informaéind education handouts, wall displays, and

research consent forms.

| was able to gather data only related to the apédscus as | had considered carefully the
phenomenon | wished to observe prior to recordinghe observations, along with interview

data and documentation, over the two week periooiigeed an entirely manageable set of



data. Therefore, all video and pen and paper vhsen data gathered were coded and
analysed. | developed a coding system so | caayduce particular patterns of behaviour and
therefore describe that behaviour in general terifisis coding system involved coding the

data initially into one of three areas: primaryegaving; freedom of movement; and respect
for children’s confidence and competence. Oncedanto these three areas | further refined
my coding into individual themes which emerged witthe three initial areas. Some of

these themes were evident in more than one ofnitialiareas and those are discussed in

some detail in the findings section of this th¢€ikapters 4 — 6).

3.8 Ethical considerations

As the owner of the case study centre | was awarhe ethical issues involved in my
research, in particular the need to avoid the pdggiof coercion. Cullen, Hedges, and
Bone (2008) caution that “voluntary participatioh staff may be constrained by a power
relationship” (p.2). However, in this case as ¢l tween approached by the teachers at the
case study centre about the possibility of my doegearch within their centre, rather than
the other way around, | felt confident that no evess uncomfortable about my presence in
their centre for the duration of the study. | veéso confident that the teachers wanted to be
involved in the research and | was careful to emseach teacher understood what was

involved in the research.

In order to avoid coercion | asked Dr. Anne Meaddandle the consent process with the
teachers at the case study centre. Dr. Meadedgpeipport my research. As an advisor to
our Early Childhood Institute, Dr. Meade is famili@ith our approaches, our centres and our
team at the case study centre. She is also ancddpsearch associate at my University. Dr.

Meade came to my initial meeting with the teactsrd was the person who distributed the



participant consent forms, answered participantstoles to do with consent (and
withdrawal), and gathered in the completed consamis. At this initial meeting | left the
room while she explained the process and answengdwestions so that any concerns would
remain confidential and could not affect any empient relationship. Consent forms were
clear that teachers had the right to withdraw ftbmstudy at any time up until the data were
being analysed. All teachers at the centre agieéte particulars of my research and signed

consent forms to that effect. Appendix D contaropy of the teacher consent form.

Obviously as observer and researcher in the envieo, | had a different role to my usual

role as owner/principal. | discussed with the kess the different role and was satisfied that
they were comfortable with my presence as obseamedrresearcher. | discussed with the
teachers the steps | needed to take to ensurewbey comfortable being observed. |

reassured the team that as researcher and obs&rasmot there as a practitioner, nor was |
there to criticise any of their practices. | methwhe group prior to the start of the research
to discuss any issues for the teaching team. laksasavailable to the team throughout the

on-site stage of the research to answer any quéegshad about my study.

The age of the children involved in my researchjimits the ability to gain informed consent
from them. However, through sensitive observatina is able to gauge a child’s assent.

An example of gaining children’'s assent was whemaved with one of the caregivers
through to the nappy change room and was vidediagnteractions when the child became
quite agitated. My reflection on the situation waat the child was not happy to be observed
during such an intimate care routine and | quidkipned off the camera and backed out of

the room to respect his wishes.



The name of the case study centre was not identified pseudonyms were used for
children’s, teachers’ and parents’ names. Durhlregdourse of the research all the written
data, video data and photographs were only acdedsilme and protected by passwords. In

accordance with information and consent forms a&dvill be destroyed after five years.

3.9 Data validity

Stake (1995) recommends a diary or log in whickeeord of everything to do with the
research is kept like calendar, telephone numiodrsgrvation notes and so forth. | found a
little notebook very useful in this regard. Suah audit trail (Merriam, 1998) ensures
adequate documentation of the entire process frathadology to analysis and why and
how decisions were made throughout the researatepso By clearly documenting research
decisions, design, data gathering and analysisnigebs | have further strengthened the

trustworthiness of my research.

It is essential that the reader considers qualéatesearch to be trustworthy and credible
(Denzin & Lincoln, 2005; Mutch, 2005; Stake, 19%8erriam, 1998, 2003). Toma (2006)
recommends that qualitative researchers rejectaiteepted quantitative standards and
suggests: “a more individualistic approach to rigo qualitative research” (p. 406). My
rigorous approach covered the concepts of trushivass including credibility and

transferability as suggested by Toma (2006). T&hexplained below.

A very common approach to trustworthiness in cdasdysresearch is to use multiple data
sources. My research utilised this concept ofngudation (Toma, 2006; Stake, 1995;
Merriam, 1998, 2003). Various data collection noethincluded interviews, non-participant

observations, video footage, and documentationrdsco Another common tactic for



establishing trustworthiness in qualitative reskaschaving key team members review the
draft case study report (Merriam, 1998; Stake, 199%kept participants informed throughout

the research process, including checking transcapinterviews to ensure the meaning is as
they intended, as well as sharing observationsdmsdriptions, and asking for feedback on

findings as they emerged and initial draft reports.

In order to assist with the credibility of my resgal made several observations of specific
practices in the centre. Merriam (1998) suggestseated observations of the same
phenomenon will increase credibility when it is potsible to observe over a long period. |
have made my biases clear at the outset in deglamyninterest, ownership, and theoretical
orientation to enhance transparency and strengtieegredibility of my research (Creswell,

2003).

Transferability is the last of my methods to enstekability and validity. In case study
research there is always the problem of whethercare generalise our findings to other
situations (Stake, 1995). However, because theeca@nolved is operating under the same
regulations as all early childhood settings in N&galand, it is possible that other centres
following this philosophy could be interested implreating the research findings. The only
limitations to this assumption are:
* While the official ratio for infants and toddlergcarding to the early childhood
regulations is 1:5, at no time during my observaiovere there any more than 1:4
and most times the ratio was more like 1:2 or h@® aften 1:1.
» Again, according to regulations the requiremerfibisone person present at the centre
to hold a specific Early Childhood qualificationtae bench mark level of Diploma of

teaching ECE at all times. At the case study eealfrbut one teacher held the higher



qualification of B.Ed. ECE or the double degreeBofA./ B.Teach. Therefore, the
staff are clearly well above the minimum standaofisqualifications required by
regulation.

* The philosophy at the case study centre has bemstigegd and refined for the past
seven years and therefore has become deeply entbidile teachers’ practice. The
teachers have also each attended several spegifises and conferences aimed at
deepening their understanding of respectful prastfor infants and toddlers.

Other centres following a similar philosophy longpagh for respect to have become deeply
embedded in their practices could possibly repdichae findings if they had excellent ratios,
and qualified staff who have opportunities for pssional development specific to the

philosophies of respectful practice for infants aodilers.

3.10 Chapter summary

This chapter has outlined the methodological apgraand related methods utilised in this
study and the approaches taken for data colleetmhanalysis. It has described the ways in
which qualitative data were collected through namtipipant observations, parent focus
group interview, teacher interviews and various uwhoentation sources. Ethical

considerations and data validity were discussednagitiods for analysis considered.



Chapter 4

PRIMARY CAREGIVING

4.1 Introduction

In this chapter | examine teacher and parent ppait understandings of the term primary
caregiving. The findings from my research relatedprimary caregiving include: a team

approach; children re-visit their primary caregivenen they move to the next group and
later; body language, cues and gestures are usedtbyhildren and adults; language is used
by teachers as an invitation and explanation; dolal are soothed by the close proximity of
their caregivers; teachers are unhurried in theteractions with children and operate
according to the individual rhythms of the child@s opposed to the clock; and children are

comfortable to wait for their turn. These findireyg each explained in detail below.

4.2 Towards a definition

Primary caregiving is a key element of the RIE @éophy and Pikler approach and is a
corner stone of the philosophy at the case studyreee Adopting a primary caregiving
system in an early childhood setting essentiallamsethat one teacher is primarily caring for
a small group of children. For the children thisans someone they can ‘bond’ with and
build a close, trusting relationship. It also meaomeone who will be there for them and
respond to their needs and care for them. Fopdhents and whanau it means someone they
will get to know well and with whom they will feedlomfortable leaving their child. The
primary caregiver is someone with whom both paremd child can build a close and

trusting relationship.



Teachers interviewed made the following statemehisn asked about their understanding of
primary caregiving:

This is describing our practice here where we leasmall group of children
each and we are responsible for all the nappy dhgndeeding and

sleeping for the child. We are the first pointcohtact for the child and the
family and we build up a relationship of trust amdpect (Kea: teacher
interview).

Primary caregiving is based around the principleclofdren having one
secure and trusting relationship with one adultjatcentre] other than their
parents. In terms of our practice, each teacher@hgroup of children with
whom they build a loving and secure relationshighwhe child and their
whanau. Parents have a person they know theyatariat and approach
with any concerns (Tui: teacher interview).

[This means] having one teacher primarily caring o small group of

children. For the children this means someone tay ‘bond’ with and

build a close, trusting relationship. It also meaomeone who will be there
for them and respond to their needs and care femtiiHuia: teacher
interview).

For the parents and whanau it means someone tHegawito know well

and feel happy / comfortable about leaving theecpus child with. The

primary caregiver is someone with whom they caridbai close, trusting

relationship (Huia: teacher interview).
Teachers all understood primary caregiving to nteay would form a strong bond with the
infants in their care group as well as the parentthose infants. Parents were asked the
same question regarding their understanding of gayncaregiving and made the following
comments in the focus group interview:

That your child has one person — and for my childtes like having their

other mother when their mother is not there. Tdra person they know if

they hurt themselves or if they're sleepy or tioechungry that they’'ve got a

connection with that person that emotionally isngoto look after their

needs (Janine: parent focus group interview).

The connection is the important thing — if the garer is away then

someone else is still going to look after their de€Alisa: parent focus

group interview).

Parents and teachers both had a good understanflipgmary caregiving and

defined it as a practice of having one teacher giilgn responsible for the well-



being and emotional security of each child. Badinepts and teachers considered
the primary caregivers role to include the buildofga reciprocal relationship and

strong communication with the parents of each child

4.3 Ateam approach

The most recent research in New Zealand (Dalli &iH#e, 2010) considered primary

caregiving within a given centre to have been athes a team approach and found that all
teachers in the environment had a good understgrastid relationship with each child in the

environment. My findings support this researchon@unication between teachers was
respectful, clear and unhurried. Teachers shamtminnation about children’s needs and

development. For example:

Kea to Tui “while | give Ben his bottle maybe Cluité needs a change?”
Tui to Kea “I changed her after her sleep so sh@abably all good — Max
might need a sleep soon and then maybe we shdtddha others outside
for a while?”

Kea: “She (indicating Charlotte) will like that she has been really
interested in exploring the sand recentlf@bservation data from pen and

paper)

The two teachers read and discuss the notes magdedieg changes,
bottles, feeds and sleeps.

Tui to Kea “Rosie had her bottle early?”

Kea: “Her mum said she woke early and had bregidady too. She let
me know she wanted that. Liv hasn't had hers th'ss been busy
exploring the pegs and mirrors again.” (laughs)

Tui: “do you think Rosie will want a sleep soon?”

Kea: “yeah, maybe I'll see if she wants a fresppyafirst.”

They communicate quietly and collegiallpbservation data from pen and
paper)

This collegial team approach was evident throughioaitcentre, not exclusively between the
infant teachers. A good example was the exchaetmwbbetween the cook and one of the

infant teachers:

Kea is feeding Rosie on the mat. The cook comesamy checks on
requirements for the afternoon.



“‘How many will we have? (Kea answers just threes thiternoon)... and

will I need to do something softer for Max?”

Kea makes suggestions and recommendations for whitdiren she thinks

might want what and in what portion sizes. “Rolgiees yoghurt at the

moment so she will have plenty of that and she’tithive much lunch so a

good serving for her. Max is enjoying banana rédgenLiv will have

whatever we give her! She has a great appeti@igtis with cook).

(observation data transcribed from video)
Analysis of the observations showed that all teechad support staff had a good knowledge
of each individual child but the primary caregiveas usually the most knowledgeable and
was therefore consulted or directly responsiblefmst decisions concerning the child or
engagement in routine care times. On several amtagiobserved teachers soothing a child
anticipating the return of their caregiver to gilem a meal or take them for a change or
sleep when they became available. | observedriheapy caregiver taking responsibility for
one-on-one care routine times whenever possiblenture consistency and continuity for
each child.

Huia (centre manager relieving in the room for ealirtime) asks Kea “is

Max ready for a sleep?” Kea replies that Tui Ww#él back soon and she will

put him to bed(observation data from pen and paper)

When Tui returns from her lunch break Kea has Ismsthing Max gently

rocking him standing up and looking out the windmgether. Tui invites

Max by putting out her hands. He tips forward todvdui. She heats his

bottle while she holds him. She feeds him hisléaih the nursery floor.

Afterwards she takes him for his sleef@bservation data transcribed from

video)
| observed teachers gathering necessary resowceath other. For example one teacher
would heat a bottle for another teacher or warma@edloth so the teacher engaged in
caregiving could have un-interrupted time with tteld fully concentrating on him or her.
These observations were supported by the COIl aatesearchers who made similar
observations:

Part of what makes the primary caregiving systewcessful is that the

team members are there to support one anothery Jéewhen someone
needs to spend an extra moment with a child, gy bat when it is tricky



for the primary caregiver to do so. Primary carewj should not replace a
team approach (Dalli et al, 2009, p. 41).

The teachers were really careful to ensure theyafiate correct details if they were coming
back into the room after a break or just beginranghift. They clarified this for me in the
interviews saying: “It is only respectful to haaefull picture of what is happening before
launching in without the facts.” (Huia: teachetenview)

Tui returns from lunch and asks “where are we atrivha?” (a term of
endearment she uses to refer to Kea at times). fikeder in on sleeps,
changes, and who has eaten and drunk wlalbservation data from pen
and paper)

The COl research team found:

Because one person can’'t do everything and we @anit this relationship
to be exclusive, it is important that every chil@shanother caregiver they
are also happy with... this secondary caregiver mezme with whom the
primary caregiver can comfortably leave the childew they go to lunch or
with whom the child can feel safe if the primaryegver is away (Kibble
et al, 2010, pp. 6&7).

My findings were similar regarding primary careggi existing within a team approach.

Parents at the focus group interview for my redeagreed stating:

Primary caregiving can never replace a team appro@bere is no way that
each of those children in the nursery doesn’t lemg&rong and secure bond
and relationship with both of the teachers in thedad it is just the nature
of full day care that with shifts and everythingrgras will need to
communicate information to a teacher other than ghmary caregiver
sometimes and children will be without their primaaregiver maybe at the
beginning or end of the day, when they take breakapn contact and over
their lunch break (Janine: parent focus group wsy).

So it's not an exclusive relationship — definitelyteam approach (Alisa:
parent focus group interview).

| think it is all the staff. Everyone is differebut they are all the same kind
of people. Like | know that Tony would be happytwanyone — that you

all have a relationship with each of the childréts primary caregiving but

it's not restricted. It's quite open. That is lkelgreassuring. | drop him

off, we have a chat and he’s off and loving it. alThas always been the
case for me (Jenny: parent focus group interview).



One parent had an opinion | had not consideredtgtrouary caregiving, teamwork and the

benefits of group care:

If I get a nanny in my home — then | have to jugst one person — all your
eggs in one basket. | have to trust that theyaageod person. That’'s what
| like here: the team can support each other seamegiver can become
overwhelmed or stressed and they are very nicel@ep you can trust
them individually but [them] just having that suppmeans more (Janine:
parent focus group interview).

The idea of having a nanny in a home setting maggalpto some parents so the nanny can

form strong bonds with both the child and pare8imilarly, parents reported feeling their

own attachment to their child’s primary caregivethe centre context:

| think too that the primary caregiver is like myirpary caregiver. Like
managing me and giving me feedback. Like if yoeiramnning out the door
and you need to leave it's being able to say to ¢in@ person he’s had a
sleep, he’s had half a piece of toast and no milRo that they know his
needs and where to pick up (Janine: parent focuspgnterview).

This observation is similar to what the COI teaelesearchers involved in recent primary
caregiving research found:
We are not the child’s primary caregiver, we are phimary caregiver for

the family, and together — in partnership with tamily — we do what is
best for the child (Kibble et al, 2010, p. 7).

Supporting documentation from the Education Revi@ffice (ERO, 2008) reiterated the
successful use of a team approach in the case stundre:

Teachers have a collaborative, proactive approagnaviding high quality
care and education for infants and toddlers. Theyk as a team,
communicating frequently throughout the day abadividual children and
the organisation of the centre. They share theoresbility for routines and
the programme (p. 5).

Teachers were clear in their interview about prineare being a whole team commitment:



Because they have the attachment with me but wiltllihat up over time with
the other teachers in the room (Kea: teacher irenv

If one is away the other becomes the primary caeego all and the regular
reliever is still known but has to do what fitswith the children’s wants. For
example if they are not happy to be fed/changedgtthe reliever then the
other caregiver does this (Kea: teacher interview).

Analysis of the data lead me to conclude that fgpaiprimary caregiving system in the case
study centre required a full commitment from eadnber of the team. Everyone had to be
clear about the value of primary caregiving andpsufive of each other to ensure children
were able to have uninterrupted care times withr themary caregiver. There was also
general acceptance of the fact that children wdnddconsulted by way of teachers being

sensitive to their cues and gestures regarding thesire or otherwise to be cared for by

anyone other than their primary caregiver.

Another aspect of a team approach was the exchémepeeen parents and caregivers. They
would exchange information with the clear underdtag that they were working in

partnership to deliver the best care for each chHidr example:

Max arrives with his Dad and they are greeted bw.Kdad exchanges
information saying “Max wasn’t very interested irebkfast this morning so
he might be hungry but he slept really well for fivet night this week.”
Max tips his body forward to move himself from DadKea. Kea receives
Max, greets him warmly with a smile and congraesadad on a full night’s
sleep. (Observation data transcribed from video).

Mum comes in and Liv waves her hands, smiles andesitowards her —
they cuddle and kiss for a minute or two and Muratshwith Kea about
Liv’s day. When Tui comes in she is happy to chathile as well and they
discuss Liv’'s bowel movements, teething, walking aating. (Observation

data from pen and paper).

Elise’s mum arrives and Tui fills her in on how liaty has been. She has
brought a recipe for Tui which is for home madeksus They discuss
Elise’s day and lack of sleep and Mum checks theepaork to see when
she had her last bottle and details of her changdssleeps.(Observation
data from pen and paper)



Kea: “l want to show you the right cream” Parefits that not the right

one?” “ltis alright for every day but there i®etter one for when there is a

bit of a rash.” The parent clearly values Kea'owtedge and listens

carefully to her advice(Observation data transcribed from video)
The examples above are as one might expect frometlew of the literature. There is much
support in the literature for the notion that tearshand families are working in partnership
for the best interests of children in early childdosettings (Kovach & Da Ros-Voseles,
2008; Elfer, Goldschmied & Selleck, 2003).

Building strong relationships and alliances betwtmilies and caregivers

increases the possibility of providing quality céoe babies. Families can

provide valuable insights and information to hehregivers understand

their baby. Often, families have important infotroa about babies’ habits

that help caregivers interpret their needs. Initamig caregivers can

support families and develop mutually trusting psesiional relationships

with them (Kovach & Da Ros-Voseles, 2008, p. 163).
In the case study centre parents and teachers rg@thanformation at arrival and departure
times. The nature of the interactions was frieratig informal. Mostly they would discuss
the immediate needs of the child but often thesicdssion would move to a more personal

exchange of information which would in turn aid theilding of strong and trusting

relationships between parent and caregiver.

4.4 Re-visiting the primary caregiver
| observed children re-visiting their primary caxeg from time to time during the course of
each day. This would typically be at the childegjuest or during times when the infant and
toddler groups were outside together and able $dyeaccess any teacher they chose. One
such instance was while all the children were odetsogether, a group of toddlers came back
to the primary caregiver they had in the nursegvusly:

Kea sings songs with Charlotte on her knee andveofethe busy toddlers

leave what they are doing and make their way avgoih them. Two of the
three toddlers who join Kea and Charlotte were @as primary caregiver



group when they first started in the nursefbservation data from pen
and paper)

One of the toddlers (Jon) has come in to see Kdaarclimbs onto her lap
for a big cuddle. Rosie who is sitting next to Kgees a little protest but it
doesn’t last long as Kea has enough cuddles fdr dfathem. She says both
of their names as she cuddles them both. Rosiesnaway to play with
something else briefly but she protests again ard Esks her “are you
tired?” She moves in for another cuddle and Kga $kknow you are tired
but you are going home soon.” Rosie has a cudle fittle while and then
moves off to play with something else. Jon remainddling into Kea’s
body throughout the interactioffObservation data transcribed from video)

This is important to illustrate how secure attachtm@ovach & Da Ros-Voseles, 2008;
Lally, 1995) can create strong bonds between teaghé child. These bonds can be so
strong that the child will seek out their initighregiver even when they have moved on to
another group within the centre or even years lateen they have moved on to primary
school. The below example illustrated this exdenmomenon. A school aged child returned
to her primary caregiver in the nursery when shaecavith a parent to pick up a younger
sibling from the toddler room:

Kelly comes in (she is the sibling of one of thddters and is 6 years old).

She was once one of Kea’s primary care group imthisery and she asks if

she can come and be with Kea and the babies wkileMum gets her

brother. Kelly seemed very comfortable being ie ttursery and chatting

with Kea. The two infants remaining in the nursergtch Kelly skip and

jump around the room chatting, chanting and cogndi® she jumps around

the boxes. She stops to say bye to both the babe¥ea when her mum

comes to ask her to leav@Observation data from pen and paper)
In the example below one parent explains some ofdetings about primary caregiving and
about how her children have had particularly strbogds with their first primary caregivers
at the centre:

The primary caregiving thing | know for sure it neskkhem more confident

because they are more secure. Both my childrere Head primary

caregivers. They share a really special bond aladionship with their first
primary caregiver. Even more special unfortunatéian with their



grandparents but that is just the nature of knovwgimigneone really well and

seeing them every day. | know that even now ibdldn’t be there it is

flexible enough at [the case study centre] so @hatacher would go and get

his first caregiver with whom he shares a spe@aldiand she could be with

him until | could get there. Knowing that is rgaleassuring (Janine: parent

focus group interview data).
These findings indicate that children share a recgl relationship with their initial primary
caregiver. In the case of the school aged chiigl #pparent that she felt comfortable some
years later. Also apparent in these findings was bond shared between parent and

caregiver and the trust placed in the caregivahbyparent.

4.5 Body language, cues and gestures

Through sensitive observation teachers are abkctarately read infants’ body language,
cues and gestures. On many occasions | obsenesd lgnds held out with palms facing
upwards by way of invitation from teachers in tmwieonment. Acceptance of this invitation
was usually indicated by the infant tipping his har body forward towards the inviting
teacher. There were several examples of this eseagtence of events including:

When Tui returns from her lunch she invites Maxpugting out her hands.

He is being held by Kea at the window and he tipsvard toward Tui

demonstrating his acceptance of her invitation(Observation data

transcribed from video)

Tui holds her hands out to Ben with her palms fgaupwards and Ben

accepts the invitation by smiling and leaning tadgafui knowing this means
it is time for a cuddle if he would like ondObservation data from pen and

paper)
Tui returns from putting Ben to bed and holds hends out to another child “shall we
go and change your nappy now?” He tips forward ifi’'s waiting hands to suggest
this would be good for hin{fObservation data from pen and paper)

| also observed similar examples of the invitateomd acceptance sequence of cues working

in the reverse order. Most often this involveddi@n gesturing with open arms a request or

invitation for the caregiver to pick them up or diglthem:



He holds his hands out to Tui [as if to indicatatthe needs her]. She picks
him up and suggests they go and change his n&ppgervation data from
pen and paper)

She puts her hands out in invitation/request for téulift her from the
change tablgObservation data transcribed from video)

Charlotte arrives with her Mum and she smiles aoldsher hands out to
Kea as she sees her coming back to the nurserydhamging Max. She
tips right forward out of her Mums arms and intcakse (Observation data
from pen and paper)

Other examples of cues and gestures involved temagkading the facial expressions and
movements of children attempting to indicate tineieds and wants. For example:

Kea feeds Charlotte a few spoonfuls and then Ctianbooves away with her
body and screws up her face. Kea says “shalt ypur lunch away?” She
puts the lunch away without any other cue from @iti@. (Observation data
from pen and paper)

After a while Max turns his head away from the leottTui retries and then
says “Have you had enough?” “OK then, let’s go nares.” He cuddles into
her shoulder.(Observation data from pen and paper)

Charlotte eats her lunch sitting on Kea’'s lap. HKeads her when she
indicates by opening her moutfObservation data from pen and paper)

“Would you like a bottle Ben?”
Ben makes “huhuhu” sounds and squeezes his hagdth&s. Kea gets up
slowly and goes to the fridge and microwave tolgebottle ready.

During the observations, it appeared that teachers finely tuned to the body language of
each individual child and peacefully observed eawh to try and read his or her needs and

wants.

“You must be hungry because you didn’'t have mudechd (to another child) The third
infant Rosie, pointed to the mat and Kea said “OH know you want to have some
more lunch because you are letting me know you wantmat out”. Kea gave her a
bowl with finger food in and she seemed satisfiedit on the mat and eat the food.
(Observation data from pen and paper)



It is essential that caregivers are able to readctles and gestures of pre-verbal infants as
these are their primary form of communication. Kclv and Da Ros-Voseles (2008) sum up
the importance succinctly:

For babies to thrive and be content, caregiverst racsurately read their
cues. When babies have the opportunity to exptees needs and
preferences, their well-being is recognised andhtaaied (p. 45).

4.6 Language as invitation and explanation

During the observations teachers were careful pda@x what they were doing and why. As
previously stated, this is a matter of common asyrfor an infant who is otherwise unaware
of what might be happening next. Below are sonargtes of these verbal explanations by
teachers.

When Tui comes back to the nursery Kea has beedlingdMax and Tui
heats his bottle. She gently removes his jersByis is a slow process and
she talks to him about how she is moving his bamhe“arm through, now the
other arm, and over your headObservation data transcribed from video)

She talks to him while she is preparing the bottle:

“Ben, | am just going to put it in the microwavert@ke it nice and warm and that will
take just half a minute. Then you will have yoottle...”

Kea uses a really soft and gentle voice to comnat@ithis information.(Observation
data transcribed from video)

Teachers used language to initiate engagement etitlldren or as invitation. Further
examples of this sequence of events are listedwbelo

“Rosie, do you want some vegies and fruit?” Rosm@ves towards Kea. Kea says
you will need to come and sit on the mat. Rosiggeb by moving to the mat ready
for kai. (Observation data from pen and paper)

Kea says to Max “shall | get your bottle ready?thimk | will heat up the water” Max
follows her direction with his head and slightlyufftes his body from his position on
his tummy so he is facing Kea. Max gives a liglezle and Kea asks if he would
like a cuddle. He sits on Kea’s knee and enjoykisiy one of the shakers while they
wait for the water to warm ugObservation data transcribed from video)

“Ben, shall we go and have a sleep?” Ben tiltsat@ls Tui and raises his arms for her
to pick him up. Tui picks Ben up and takes hinoitiie sleep room. She spins all the
sleep room stars and he watches the stars asyshieita down to put his sleeping bag



on him. As she does so she asks him when she Whkeldim to bend his arm to fit it

in the sleeping sack. She explains about the hsittnips, “socks off too?” “We're
ready. Ready for bed... shall we put some music dn?"turns the stereo on and
spins the stars again. She asks him if he is réadyed and he nods his assent and
then lays him down in his cot. (Observation degagcribed from video)

“Can | get you a bottle Charlotte?” Charlotte $lasf with Kea over to the fridge.
“Yep, a bottle” Kea decides this is Charlottes gadiion that she is ready for a bottle.
(Observation data from pen and paper)

These interactions are important to illustrateittea that children are the initiators of activity
concerning their own well-being. The teacher maytlbe one who asks or initiates the
interaction but it is through the cues and gestufethe child that their assent is gauged.
Only when the child indicates his or her assenl, twe activity take place. Teachers used
language to initiate activity with the child aneyhalso used language in the examples below
to explain for a child what they might be feelingwhat they might need:

Rosie gestures and cries to Kea who says “shadt ygur milk?” Rosie cries harder
and moves towards Charlotte who is sitting up aoldlihg her own bottle to drink.
Kea says “yes your milk is just here” “I know yotedeeling hungry and that seeing
Charlotte has her milk is making you a little adsand frustrated.” while she prepares
a cup of milk.(Observation data transcribed from video)

“Oh are you tired?” Charlotte is rubbing her eyeshe shuffles closer to Tui and she
says “maybe you would like a bottle first? A bottled then bed?(Observation data
from pen and paper)

Tui to Max: “l can see you are getting a little bustrated there... You’'ve moved
yourself into the corner and maybe you're feelingittéee bit lonely and squashed in
there. Can | help you move back towards the toyre tand the other children?”
(Observation data from pen and paper)

ERO (2008) commented on the high quality of inteoas used when working with the
infants and toddlers. Their examples included:

* Using a calm, respectful and gentle manner;

* Interpreting non-verbal communication effectively;

 Promoting oral language development through maugllivocabulary,
including names for people places and things;

* Asking well-placed, open-ended questions to extemttiren’s thinking and
problem solving and allowing children time to resgp

* Promoting positive approaches to managing behavanat

* Encouraging independence and self-help skills Xp. 5



The findings from my research indicate that teaxihveere able to use language to initiate
interactions, and also to explain actions and emeti This is an essential skill for teachers
working with infants as the infants are unabledmmunicate verbally through language and
rely on the interpretation of sensitive caregivierdabel their emotions and verbalise their

desires.

4.7 Close proximity of caregivers

Refuelling (Petrie & Owen, 2005) is a common tersediin connection with attachment and
it refers to the repeated returns that a child makean attachment figure for emotional
reassurance and comfort while they are explorieg #gnvironment. Below are examples of
this phenomenon observed in the case study setting.

Charlotte moves closer to Kea and launches hefseifard from her hips

quite forcefully towards Kea who says “cuddle tithe€harlotte stays for

about a minute and cuddles into Kea's body, thpa &#way and shuffles

towards the mirrors(Observation data from pen and paper)

Charlotte is crying when Kea returns from her bre#ea says “that was a

big sleep bubba” as she picks Charlotte up fordalleu Charlotte is instantly

soothed and Kea talks to her about going to havappy change. She comes

back from her change and sits with Kea to read akb@gObservation data

from pen and paper)
These examples suggest that close proximity of gr@nary caregiver is enough to soothe a
distressed infant. Sometimes this is referrechtthe literature as providing secure base
(Petrie & Owen, 2005, p. 144). Providing a sedase is similar to the idea of refuelling in
that refuelling is initiated by the child as theyith base with the caregiver like a touch stone
giving them the courage to continue independentptaing. Providing a secure base refers

to the role of the caregiver in offering closenassl reassurance to the infant while they

independently explore. Teachers are comfortableetmearby but are also comfortable not



intervening and thereby allowing children to sotieir own problems as much as possible.
In the following example Kea demonstrates the bt observe and not rush in to ‘save’ the
child.

Kea to Rosie “wow — (a little anxious) did you ghe whole thing in your
mouth?” She watches as Rosie regurgitates the thuatdwas too much to
swallow. Kea is confident Rosie can solve her gaoblem and remains
calm and reassuring as well as alert instead ofgrp help Kea regurgitate
the food in any way(Observation data from pen and paper)

When Max struggles to swallow, or slightly chokes the banana, Tui
checks his face and strokes his face. She sayshabas bit much? And
Max regurgitates and swallows the mouthful properljui just watches,
alert but reassuring and continues to feed him when is ready.
(Observation from pen and paper)

4.8 Unhurried time

Kovach and Da Ros-Voseles (2008) suggest babiesqesity time which is time when:

[The adult is] emotionally available during caregy times... [And the
quality time is] based on the emotional richnesamfexperience, not the
length of time (p. 85).

The following example provides a rich illustratiah the unhurried process teachers and
children work through together. Teachers are oftexst waiting for a response avoiding
rushing the child into moving faster than they desi

Tui asks Liv if she would like her nappy changed awideo the process. The
change table is surrounded on three sides by dowa$e the children prefer
to be changed standing up. Liv is happy to lie d@nd before she does she
selects her nappy out of her locker and Tui givesdome cream to hold
onto. Tui explains every part of the process to &$ she is changing her.
Telling Liv when, how and why she is going to mdwes body. At one point
she asks Liv if she can please move her leg dowh lam immediately
obliges. Tui moves slowly and wipes Liv’s bottonittwtwo warm cloths
telling her when she is going to use them and @xiplg.once more just so we
get all the poos off your bottom. When Tui askar'd please have the cream
now?” she holds out her hand and Liv places tharorgto her hand. Tui
moves slowly and explains everything as she isgliinBefore long she has
put a clean nappy on and re-fastened her bodyaswitshe says “shall we
wipe the table together?” Liv rolls over and swmerself up. She puts her
hands out for Tui to lift her from the change tablEui sprays the table and
pulls two paper towels. She says “one for me aralfor you” and they wipe



the table together talking about making it nice aleén for the next body and
nice and dry for the next body. They each putrtpaper towels into the

rubbish bin (Tui has to bend down with Liv in hema so she can reach the
bin herself to dispose of her paper towelObservation data transcribed

from video)

On several occasions | witnessed teachers alloaliigren’s needs and rhythms to dictate
their break times. Though the clock suggestedealbtime the teacher would only leave
once the children were settled. The teacher netxlbed satisfied it was an appropriate and
convenient time for the children before they wolalkie a break.

“Rosie has been a bit sad today — she has teetmmgdhrough and | think

it's making her a bit grumpy” Tui tells Huia whehescomes in to relieve

Tui for a break. Tui doesn’t immediately go on bezak. She remains with

one child on her knee and continues to help thieleim with their kai time

while it is busy for everyone. After some time whie environment has

calmed, she asks the child she is sitting withafwwould like to sit with

Huia. He leans forward towards Huia to show higrapal and Huia takes

him onto her lap. Tui has a quick tidy up of thesery floor space before

she goes on her breakObservation data transcribed from video)
Dalli and colleagues (2009) found similar attitudesl actions to following the children’s

lead instead of the clock for break times:

“If you've started something with a child, you dojust stop it because it is
lunchtime you let them finish and allow for thag’ @2).

| had noticed the teachers move slowly in the emvitent making things seem less hurried
and more peaceful in general so | asked Tui initterview about this observation and the
following was her answer:
The teachers do move slowly and fluidly. We try tomake any sudden
movements so as not to startle the children. Fmoayements create the
respectful and peaceful environment and we modsl tih the toddlers so
they learn appropriate ways of moving and beinguadothe babies (Tui:
teacher interview).
This decision to move fluidly and slowly is an aspef the respect teachers’ show to infants
in the case study centre. The comment above itedidhe teachers’ actions are purposeful

by decision. Their slow and fluid movements imghegir recognition of the space as one



belonging to the infants and therefore demandieg tiespect as bigger and potentially more

disruptive beings within that environment.

4.9 Wait for aturn

Because there are more infants than teachers ierthieonment it is essential that infants
learn to wait for a turn. | observed that througachers’ explanations children were able to
wait their turn in the knowledge that their needsild be attended to as soon as the caregiver
was able. Below is an example of one such intenact
Kea is feeding one child. Another child shufflegeo and tries to physically get
between Kea and the child she is feeding by pullipgon Kea and sliding her hand
down Kea's front — she explains “I am just helpldgncan with his water — then |
will get you some milk.” The child sits back downd picks up a nearby silver ball.
(Observation transcribed from video)
It seemed the child was satisfied by Kea’'s explanathat she would be next and was
comfortable to wait for her turn. Teachers alslp leach other while children are waiting for
their intimate caregiving times by soothing thel@hvho is waiting.
“I know. | know you are getting tired. | can tellt will be your turn next. OK?”
Tui is saying this to Max while she is giving Cluité her bottle. Kea begins to sing

which calms Max while he waits for Tui to give Cludte her bottle and put her to
bed.(Observation data from pen and paper)

4.10 Chapter summary

| have discussed my findings regarding primary giareg in relation to the themes emerging
from the data and supported by the documentatiarhese themes included: primary
caregiving is a team approach; children often sg¥heir initial primary caregiver; teachers
and children communicate with body language, cueksgestures; teachers use language as

invitation and explanation; infants’ are soothedtbg close proximity of their caregivers;



teachers deliberately slow their pace so they mgaging with the children in unhurried time;

and infants are able to wait for a turn.

Primary caregiving is not exclusive, not a replaeemfor parents and, some might say,
“paradoxically,” involves a team approach. All mers of the team have to be committed
to developing and maintaining the primary caregveystem and it involves a deep level of

communication, understanding and teamwork betweachiers in the environment.

Infants’ attachment needs are understood and stgapby the close proximity of caregivers
in the environment. Infants’ periodically re-viskteir caregiver for emotional reassurance
and comfort in between periods of independent eafit;m. This re-visiting of the initial

primary caregiver was apparent in the case studyreafter children had moved on to an
older group and a new primary caregiver. Everr a&ttiddren had gone to school they would

re-visit their initial caregiver on return to thentre with a younger sibling.

It is essential that teachers interpret and adhercues and gestures of infants’ as this non-
verbal communication is their main form of commution. Observing, understanding and
responding to these cues and gestures demonstatasfants’ that they are valued,
important, and capable of making decisions invavineir care and education. The use of
language for teachers interpreting these cues astirgs is an important aspect of primary
caregiving in the case study centre. Teachers lagglage to explain their actions to
infants, to invite interaction with infants and label emotions or explain how they might

interpret an infant’s feelings.



Perhaps because of this constant use of languagbsnation, infants were able to wait for
their turn when circumstances were communicatdteahild. Teachers would take time to
communicate carefully with each infant and theie w§ unhurried time created slow and
peaceful interactions between infants and teackegaged in caregiving routines such as
feeding, nappy changing and preparing for restsim&reak times were not rigidly observed
by the clock but rather by the rhythms and needsthef children. Teachers in the
environment moved slowly and fluidly so as to regltizeir impact on what they considered
to be an environment specifically set up for theeds pace and nature of infants’

development.



Chapter 5

FREEDOM OF MOVEMENT

5.1 Introduction

In this chapter | will discuss my findings in retat to freedom of movement. | outline the
themes which emerged through analysis of obsenatidata, parent and teacher interviews
and supporting documentation. These themes indludeeachers would support children
and intervene only when necessary; children whasenps followed the free movement
principles at home showed a greater range of moremehe centre; teachers would over-
ride the principles of free movement when they fielvas respectful to the child to do so;
teachers engaged wants nothingime; and the teachers have adapted rather thepteat!

the free movement philosophy. Each of these ideasplored in this chapter.

5.2 Towards a definition

The term free movement needs definition. The aa@xford Dictionary defines ‘free’ as
‘not under the control or not in the power of amwth ‘unrestrained,” ‘not or no longer
confined.” However, infants especially are oftemfined and restrained. Free movement
means allowing children time and space to movedawtlop at a natural pace and can be
summed up with Magda Gerber’s caveat, “Never phalay into a position she cannot get
into or out of all by herself.” (cited in Hammor209, p. 81). The Pikler initiated practice
of free movement means only putting children inigass they can get into or out of by
themselves, and making sure their bodies are caetyplsupported at all times. Pikler’s
seminal research conducted over many years at gterdl Methodological Institute for

Infant Care and Education in Budapest, Hungaryyshibat typically developing infants do



not need to be taught how to crawl, sit, standyalk (Pikler, 1971). Pikler, and those who
have adopted her philosophy, believe that infantsstmexperience all movement for
themselves, in their own space and in their owretirRropping an infant to sit, for example,
is not allowing him free movement, nor is restngtihe child’s movement by placing him in
a highchair, jolly jumper, walker trainer or sintilmovement restricting device. The adults’
role in all this is simply to observe and not teeifere (Hammond, 2009; Sensory Awareness

Foundation, 1994; Gerber, 1998, 2002).

5.3 Teacher and parent definitions and views

All teachers involved in my research reported aHayel of support for free movement in

their interviews.

| think freedom of movement means allowing infaansl toddlers’ time and
space to explore their body without intimidation expectations placed
upon them. Freedom of movement means exactly EREEDOM (this

word was emphasised) to move and play out all teiral and innate
biological need within us all (Tui: teacher intewi).

It is essential that we allow children the time @pace to learn to move in
their own time and at their own pace (Huia: teadhi@rview).

When mums start at our centre and | tell them alfr@gt movement they
sometimes feel bad that they haven’t been doirggyahhome. So | reassure
them that neither did | do this with my childrerdanhis not wrong but that
now we know what is best for the child — best fait backs, balance, they
fall over less... we must do what we know is bestiica for the children.

| am definitely going to do it with my grand-chitl. It does make sense
for the respect of the children (Kea: teacher iné&av).

In each interview | asked teachers what they cemnsdl to be the environmental factors
essential for promoting free movement for infanthe following were their opinions of the
necessary environmental factors:

The physical and aesthetic environment is very i@ for the promotion

of free movement. Having equipment that is chaglileg and

developmentally appropriate is vital for children'siovement and
confidence to grow. A clear, uncluttered floor gpas needed for infants



[who are] learning to be continuously aware oftiseirroundings to roll and
crawl. Steps, ramps, handrails, and the dynamficsh® environment
encourage and support infants and toddlers to exphmd discover the
world around them from different perspectives c@velopmental stages’.
The environment allows children to understand how what their bodies
can do, or can't. Equipment and resources withenénvironment should
also be well thought out. We minimise mobiles thahg above babies,
restricting their motivation to move (Tui: teacleterview).

Children need space to move — not too many thingsionce.

No highchairs, jolly jumpers etc.

A safe, child-friendly space and comfortable yetltd@nging, interesting,
open ended resources to explore.

Peaceful, non-hurried time to practice and supip@it own development.
Encouragement from teachers in the environmenta{Hteacher interview).

Space is important and less toys on the floor me@re space.

It should be a peaceful place.

Enough room for lying babies to not be disturbedvajkers and crawlers.
Teachers move quietly and slowly to relax the sgaem further.

There are no containers of any kind like jolly juergy swings, bouncers,

highchair, tripillows for propping children to stc.

Also we have only a few mobiles so there isn’t asstenulation visually in

the environment on the ceiling and the walls (Kégacher interview).

To summarise, teachers believed the environmeatdbfs necessary for the promotion of
free movement were: the absence of any movememmictegy devices such as high-chairs,

swings and jolly jumpers; clear and unclutterecbifl@pace; a peaceful, non-hurried and
supportive environment; challenging and open eradpipment, furnishings and resources to
explore; and the deliberate restriction of visualler-stimulating aesthetics and resources

such as mobiles.

In an opinion piece, Kibble (2009) agrees with went made by each teacher regarding
visual over-stimulation stating:

For some reason we have led ourselves to belieidrat, particularly

infants, need colourful stuff positioned and dadgiverywhere to keep
them actively stimulated. Stimulating? Yes. Swing? Questionable.
Information overload? Most definitely! Where feetspace for resting and
re-gathering their thoughts? (p. 22)



Gonzalez-Mena and Widmeyer Eyer (2007) think threesavay. They suggest that when
babies are not distracted by hanging objects ayxitteey can concentrate for long periods on
the movements of their hands and fingers. Theytlualhand regardand it is important as
they consider the hands to be the infant’s firgtand a connection to understanding the way

his or her body works.

In the focus group interview, parents were askexitheir understanding of the term
freedom of movement

| think it's about just letting the children leafior themselves and letting
them make mistakes and learn from them (Jennynpéseus group
interview).

And everything in their own time (Janine: parerdus group interview).

Not forcing them to do anything they’re not ready developmentally
(Vicky: parent focus group interview).

Not restraining or restricting them because it'sv@nient for you (Janine:
parent focus group interview).

They clearly had a good understanding of the teutrdiffered in their approach to applying
this consistently at home:

Like this morning when | left and my partner wasning and watching
football. | had to leave and thought mmm babyn,ifootball, man multi
tasking.... High chair! (Vicky: parent focus grouyerview)

| followed them [the principles of free movement]the letter with my first
child — and then just practically having babieteh months apart | had to
bend the rules with Liv. Each baby is differentldiv particularly just
screamed 24 / 7 if | lay her on her back. So edhd | had to prop her up
because she wasn’t happy lying. She was very hsifpyg up so | just got
over it (Janine: parent focus group interview).

We still do the high chair even though he doessé i here. | find that he
will eat in the high chair a bit more than whendeethe dining outside or at
the table style (Alisa: parent focus group intemie



These comments from parents highlight the essatiffalence between where the theory of
free movement originated (an orphanage in Budapesthere it is being adapted (in the
case study centre). Infants attending early cbitddhcare and education services are going
home each day to a different environment. Paggnerally seem less likely to adopt a strict
approach to the philosophy and practices of freeam@nt and this, in turn, has, or is likely

to have, an effect on each child’s desires to bheim back as opposed to propped to sit. For
example a child propped to sit at home may firdifftcult to be lying on his or her back at

the centre. A child constantly cuddled and helldl fivid it difficult to entertain his or herself

on the floor (Hammond, 2009; Gerber, 1998, 2002).

5.4 Teachers support and intervene only when necessary

On several occasions | observed teachers movirgyadittle closer to alleviate an infant’s
frustration. The following excerpt transcribed framdeo recording provides an example of
this:

Soon Max begins to cry. “You seem a bit frustratdahll | put some more
toys closer to you?” Tui moves some magnetic tdgser and Max stretches
but cannot reach. Tui moves them closer and Maghres out and grasps the
magnets and places the ring in between tl@bservation data transcribed
from video recording)

Teachers seem to interpret the child’s body languaigcries to mean they are bored or
frustrated. Rather than picking the child up tlheg attempting to enable the child to solve
his or her own frustrations through movement aritbac

Elise has just woken and is delivered by one ofttigeller teachers to Kea’s
waiting arms. She is humming to a child who isd¢yon his back in a bed
and going off to sleep. Kea keeps humming, Ekskappy to look around.
Kea takes her out of her sleeping bag. She plaeesery gently and slowly
onto her back on the floor. Elise raises her tgetand pulls off one of her
socks. Kea places objects close by but not quit@weach unless the child
moved in order to grasp one of the objects. Hidkls onto her side and
grasps a wooden ring and mouths it. She rolls foomside to the other. She



releases one object and picks up anofbbservation data transcribed from
video)

Instead of holding the child or cuddling her on keee in the example above, Kea laid the
child gently on her back so she could be free towanand explore. This is an important
aspect of the philosophy being practiced at thee-sasdy centre. Teachers consciously
encourage independent exploration for infants aiedaaailable should the infant indicate
they need physical affection or closeness. Itripdrtant to differentiate that this physical
affection and closeness is not initiated by thehea and they will not cuddle a child who

they think is comfortable to otherwise be exploringependently.

5.5 Following free movement principles at home strengthens

movement in the centre

The interview process highlighted a difference iagtice between home and centre. While
all parents and teachers shared an understanditige dérmfree movementeachers at the
centre would follow the guidelines more stricthathparents would at home. This practice at
home would also differ greatly between families aodl was able to observe what impact
that might have on the infants’ at the centre. fidlewing is an observation of a child who is
exposed to the principles of free movement condilstdetween home and centre.

When | arrive Tui is in the nursery with four bahieShe is feeding one and

the other three are on the floor. One baby of éthmis on his back and

practicing arching his back up resting all his virtign his head and heels and

chattering while he is playing with a large rindgde is reaching, rolling,

stretching and grasping. He rolls onto his stomé&ekps talking and studies

the ring in his hands more closelfObservation data from pen and paper)
| know from discussion with teachers that this ¢hilas had free movement principles

practiced at home and is clearly comfortable wiie bwn body and movement. His

movements all morning have been displaying streagthflexibility.



Liv’'s mum came in to pick her up and had a longt ehi¢h the teachers and

encouraged Liv to show the teachers how she iagadome steps. She walks

into her Mum’s full embrace and is very happy whrself with a big grin

and long cuddle with her Mum. Mum and Tui enjoy ppiag stories about

Liv’'s motor development. Mum takes time to talk lwitiv in the same way

that the teachers do — inviting her with her haadd talking to her about

what is happening. Offering her choices about reshe comes with her to

get her bag from the lockdObservation data from pen and paper)

Ben is sitting up and Tui says “He doesn’t actuaityup by himself but he

gets sat up at home and he will often become ftestrwith lying down so

we sit him up.” (Observation transcribed from pen and paper)
Since | had observed previously that Ben becansr&ied or disengages sometimes when
he is on his back | was not surprised by these cemtsnand actions of the teachers. The
teachers (Tui and Kea) are careful to tell me thay think this is more respectful of Ben’s
wants. It is of interest to note that while théi@c of sitting a child up is not in accordance
with the philosophy of free movement, if infantgiie been sat up at home they may become
frustrated. Therefore respect for the child cahreugh as the number one principle above

all else.

From this incident | wondered if Ben prefers situp to lying down on his back how can the
teachers be sure that other children would not piser that? When | asked the teachers
this they pointed out that he only prefers thistdgs been his experience at home. 1 also
wondered if an infant is propped to sit, would nefer this position? If he is never propped
to sit, how could we be sure of his preference?heumore, if there is a pattern of children
preferring to be sat up once they have experiertbesy and there is (Hannaford, 2009;
Gerber, 2002), then how do we know we are actinthénchild’s best interests by always
placing them on their backs? Pikler and Gerberle&vsuggest we are acting in the infant’s
best interests by always laying him on his baclerieure he experiences typical sequential
physical motor development (rolling, then sittitlggn crawling, then walking). According to

Hannaford (2005), children who are propped to sghinpossibly skip the important stage of



crawling and therefore miss the cross-lateral mamnthat is so important in overall brain
development (Hannaford, 2005). Gerber (1989) sdiiag a baby up before he can get in or
out of the position on his own teaches a baby tddipless. | am inclined to agree with
Magda Gerber when she suggests “No one will edepasa job interview, “At what age did
you learn to walk?”’(Hannaford, 2009, p. 88). Sarly, no one will ever ask on a job

interview, “Were you propped to sit when you wendrgant?”

No matter how devoted a teacher is to the prinsiplad practices of free movement, there is
no escaping the fact that infants’ may become fatesti while experiencing free movement.
It is the adult who has to decide how strictly thell follow the principles and practices of
free movement and whether they might need to beadules out of respect for the wishes of
the infant.
Teachers discuss the physical development of tfats and discuss how
sometimes Max seems to be frustrated on his tumthig can roll onto his
tummy but seems to need help sometimes to roll bati his back where he
is sometimes more comfortabléObservation data from pen and paper)
One teacher commented in her interview that oftmemts are not practicing free movement
at home but she felt strongly that they should:
| believe that we need to educate more new pasedtst encouraging their
children to spend more time ‘on the floor on thbacks exploring their
hands, feet, arms and legs (they don’t need angr dkiings to begin with
like toys, mobiles, exercise gyms to stimulate ther®etting down there
with their babies if they are a bit unhappy andkitg to them will
encourage more ‘free movement’ instead of propgimem up or using
other restrictive devices to “keep them happy” @ltweacher interview).
This opinion is aligned with that of Magda Gerb£898) who does not believe children get
‘bored’ when they are in an appropriate environmeRtather, she thinks this is our own
projection. Gerber suggests if adults constaritiyidate and entertain infants that they may

develop a high tolerance or need for external datian. She thinks they should instead be

exploring, from the beginning, their own hands &®t. Again, | think this may illustrate the



fundamental difference between the case study eemtd the orphanage where the theory
originated. In an orphanage situation children & receiving less external stimulation than
they will be if they are receiving shared care lestw the case study centre and a family

home.

Sharing the care between home and centre is clddfdéyent to the circumstances where the
free movement ideas originated and is a much momaon circumstance in New Zealand
and many other parts of the world. Falkner (2008)te an article based on her experience
of bringing her child up with free movement and #&ted by doing this she was “going to do
things a bit differently from the majority of patenn New Zealand” (p. 13). This quote
from Falkner illustrates the point that practicingedom of movement is outside the norm of

family culture in New Zealand.

Socio-cultural theory (Rogoff, 2003) suggests wardewhat we live with and in New

Zealand in general infants are immersed in a ceiltvnere to cherish and show love for an
infant we acculturate them with cuddles, love atidrdion. While elements of the RIE

philosophy and Pikler approach believe love anenéittn are important they are reserved for
routine care times and one-to-one interactions kvimeans they are balanced with the need
for children to be exploring independently and i&ag to entertain themselves (which they
need to in an orphanage). Cuddles, love and attetrtanslates into our general culture as

what Gerber might have referred to as interferingmothering.

Analysis of data from my research was unable toficanor negate the free movement
principles and practices. This was a surprisimgliig and certainly lays a challenge for

further research into free movement within an eatyldhood setting or family home.



Instead of confirming the need for infants to pesy unaided through the natural motor
development stages, my research questioned andredpthe idea of adaptation versus
adoption of a philosophy. The teachers at the chsdy centre had clearly adapted the
principles of free movement as they would “oveetidhe rules when they felt it was the

most respectful action for the child.

5.6 Teachers “over-ride” the rules respectfully

Respect for children is paramount in the case stightre. According to the focus group
interview and observation data, free movement et differed between individual
families. There were families who had only recghiard of the philosophy and were taking
on board some of its values and ideas. Other i@sniklt unable, for whatever reason, to
continue with the practices at home. Some famikese strictly following the guideline of
never putting their child into any position theynoat get into or out of on their own. For
each teacher, respect for the individual child #radr differing home circumstances defined
the terms of practicing free movement at the casgyscentre as highlighted in the following
observations.

Teachers discuss the physical development of tfant& and discuss how

sometimes Max seems to be frustrated on his tumthig can roll onto his

tummy but seems to need help sometimes to roll batk his back where he

is sometimes more comfortabléObservation data from pen and paper)

Ben is sitting up Tui tells me “He doesn’t actuadiy up by himself but he

gets sat up at home and he will often become ftestrwith lying down so

we sit him up.”(Observation data from pen and paper)
Even though the teachers report a very high lef/support for the principles and practices

of free movement they consider the child’'s wantpasmount and they over-rode the rules

regarding free movement if a child became too upséustrated.



My mentor and teacher, Norah Fryer, a practitiongh some forty years of experience,
including time learning and studying with Magda kst recently said:

Over the past forty years, having been involvethestudy and practice of
early childhood education and care | have obsemady ‘methods’ whose

passionate followers truly believe it is ‘the wawVhat | now understand is
that it is not the ‘method’ but the daily respetihieractions that teachers
demonstrate through their knowledge, skill andiede that becomes both
the foundation and the framework for their pedagalgvalues... [Teachers
display] intentional nurturing and teaching andsithe ‘person’ within the

teacher and the ‘respect’ within the method whiah enhance or diminish
the quality (N. Fryer, personal communication, Ja§10).

Fryer's words highlighted for me the idea of ‘respebeing an over-all driver of the

philosophy at the case study centre. The teactrspassionate advocates of the RIE
philosophy and Pikler approach but in translatingse methods to their centre environment
they have adapted the principles and practice®brégspect for the families and infants for

whom they care.

5.7 Teachers engage in “wants nothing” time

Wants nothing time was identified in the literat€@erber, 1984) as time when the teacher
“wants nothing” of the child. This means the teacis not engaging in a care routine time,
neither is he or she initiating or engaging in d&myd of activity with the child. The
following were examples of “wants nothing” time findhe observations made in my study:

Kea carries Max in and lays him gently on his bicthe nursery. She gives
him a soft toy which he discards and he is contetiabble and play with his
own hands and feet while she puts away his botti&hen Kea returns she
sits near Max but doesn’'t speak or interfere. Bh@ust watching Max.
(Observation data from pen and paper)

Liv and Max are in the nursery and Charlotte i®@g! Tui sits between the
two children who are awake and Kea goes to haveakb Max is happy on
his tummy kicking his feet and waving his arms &atibling — he is moving

himself ever so slightly backwards. Liv is drawiag a piece of paper and
eating a piece of bread at the same time. Thigiplaninterrupted for some
time (more than five minutes) and the environmenweéry quiet. Tui is

simply observing the childrefObservation data from pen and paper)



Gerber describes this situation when the caregs/eimply watching but not engaging as
“wants nothing” time (1984). More recently, Da Rarsd Wong (1996) call it “providing a
secure base” (p. 216). They consider that thefdoeing fully present with young children
provides an opportunity to actively observe theldtkh and reflect on their progress,
language, and interests without needing to intexvienthe infant’s current explorations.
Gonzalez-Mena and Widmeyer Eyer (2007) suggestaiag fully available and responsive
but not intervening is a skill most adults needetmrn. From my observation, however, | am
going to label this phenomena peaceful observatibis peaceful as it is quiet and no-one is
making any demands of another person. This isia when the teacher simply observes the

child.

It can be a challenge for teachers who are usdéxitay busy all the time to simply sit and
observe children peacefully. Gerber (2002) states:

In our society, we're trained to do, do, do. Ahglau don't, youpretendto

do, do, do. You must act as if you are very bimgcause being busy is

virtuous. Not doing anything is considered lazsnes Nobody talks about

being observant. The more we do, the busier wetlaedess we really pay

attention (Gerber, 2002, p. 63).
The practice of paying attention demonstrates alitiadal way of showing that we really
care. We set up the environment to ensure weragageng in sensitive observations. This is
when we can just sit and be with a child takingniore of their learning and development and
their uniqgueness. We can stop long enough to deamind of what wehink they might
need or want and see what the child is communigatibout what he or slatually needs or
wants. This peaceful observation time may be soimgtthat takes some getting used to,

particularly if teachers have been working in larngasy settings where the perception is that

activity equals good work and, as Gerber challengedttivity equals laziness.



Leon-Weil and Hewitt (2008) are two early childhoeducators challenging themselves to
use trust as a teaching skill. They considerednip@rtance of simply observing the children
in their environment and decided:

We often make snap judgements about what a childinging or feeling,

and they may be completely inaccurate. If we sitkband continue to

observe, we get the opportunity to watch as eventsld, and children are

able to follow through with their own ideas (p. 26)
As adults, maybe we have become culturally conu#tih as Gerber (2002) suggests,
believing that being busy means we are being ptoduand virtuous. If we are not
constantly talking at infants does it mean we agecgived as indifferent? In agreement,
Brownlee (2009) asserts: “We are not indiffereiew we just notice, it is just that we are
respectful enough not to offer support until thédccheeds it” (p.4). When teachers observe

peacefully they are being productive, they areimdifferent, on the contrary, they are highly

attuned to the individual capabilities, needs aesirés of the child they are observing.

The perception that just being with a child andesbisig him or her sensitively can translate
to the uninformed observer as missing valuable dppiies to extend children’s literacy.
This was a recommendation made by a recent eduacegioew officer who, upon visiting
and observing an infant environment, could not wstded that just ‘being’ with the children,
watching and listening was, in-fact, a valuablet mdrthe care and attention they need in
order to learn, grow and develop at their own pamgcefully. Because the reviewer’s
mandate from Government was to look specificalllaaguage and literacy, she was tuned in
to all the opportunities to extend each child’sglaage and vocabulary by introducing them
to as many new words and sounds as possible. nfamts, we need to critique ideas that
apply to formal school education and think in teroi<are. In early childhood education,
care is education and education is care. Whenld ishcared for he or she learns how to

care. When a child is cared for by a sensitivegolant adult then that child learns that he or



she is valued and unique. The adult fosters tiveldpment of self-esteem. Positive self-
esteem is an important basis for all manner ofddg and other important outcomes of
education. First, the child must know they aramaportant person who is valued enough to

be allowed the time and space to explore and learn.

5.8 Adaptation versus adoption of a philosophy

A surprising finding was the way teachers did nacfice the principles of free movement
strictly. Parents did not either, even when thegwk the principles. | believe this is a result
of transferring a philosophy from an orphanage,n@meirses are trained in the principles and
children are present twenty-four hours a day, sedays a week, to a child-care centre
setting, where teachers believe strongly in thaggples but children are essentially in a
shared care situation and are returning to fanoiyés each evening and weekend. Children
who have parents in this culture, by the very retfrbeing part of a family, will generally
be picked up and cuddled, they might be proppeguled up, and bounced around and this

may not always fit with the principles and pracsicd free movement.

These were a couple of comments from parents wiskedaabout the limitations of
practising freedom of movement at home.

| followed them [the principles of free movemert]the letter with my first
child — and then just practically having babieseh months apart | had to
bend the rules with Liv. Each baby is differenddtv particularly just
screamed 24 / 7 if | lay her on her back. So eneéhd | had to prop her up
because she wasn't happy lying. She was very hsitionyg up so | just got
over it (Janine: parent focus group interview).

Probably just the timing thing for trying to remie it at home. There are
constraints to these philosophies when practicdwbate — particularly the
always going slowly thing. Because at home theeeawvays other things
that need doing like we’ve got to get to the suekmat or pick up another
child from school or get out the door so we cahitags take as much time



as the child might like — but that's kind of reglias well. (Alisa: parent
focus group interview).

Three out of four of the parents present at thegagoup interview reported their use of high
chairs at home. This practice of restraining adcfur the purpose of adult convenience was
discussed as something that is “practical in a busysehold.” Some found managing
mealtimes without a high chair too difficult or halleady started using one before they were
exposed to the centre’s philosophy. We also lehthat some of the children were propped
to sit at home. Not many parents described tlegisons; but for at least one the rationale
was that the child became unsettled lying on hekbarhe parent, who had an older child
she had raised strictly following the principlesfiife movement, was not practicing these as
strictly with her second child. Her rationale foopping her younger daughter to sit was that
she felt her child was becoming anxious (perhapdgewsding safe?) on her back as there was

a fifteen month old toddler (the older sibling) geat in the environment.

It is important to note that only four parents atted the focus group interview so it is
therefore impossible to generalise my findingshi® éntire parent population of the centre or
any wider. | can, however, suggest that furthequewy into the relevance and possible
benefits of practising free movement in early dnddd settings in New Zealand would be
beneficial. It is important to evaluate and monitonovations when they have been
transplanted into another context as these mayitnaell within local context and/or may

not have the same outcomes as at the original3a®eron, Arney & Scott, 2006; Saracho &

Spodek, 2003).



5.9 Chapter summary

| have discussed my findings regarding freedom olvement in relation to the themes
emerging from the data and supported by the doctaien. These themes included:
Teachers provide support and intervene only whecessary; Following freedom of
movement principles and practices at home strengtheovement competence in the centre;
teachers ‘over-ride’ the tenets of the philosopthew it is called for out of respect for the
child’s wishes; teachers engage in ‘wants nothitigie which | have labelled peaceful

observation.

| also found that the teachers at the case studiyecbave adapted rather than adopted the
RIE philosophy and Pikler approach. The princies practices of free movement have

been adapted to suit children who are attendingcémére part of the time and are part of a

family culture in a home setting part of the timEhis is different to the circumstances where

the philosophy originated as children were orphang spent their time only in one

environment.



Chapter 6

RESPECT FOR CHILDREN’S CONFIDENCE AND COMPETENCE

6.1 Introduction

In this chapter | will examine my findings in ratat to respect for children’s confidence and
competence. | will outline the themes which emdrtigough analysis of observational data,
parent and teacher interviews and supporting dontatien. These themes included:
teachers invite children to engage; teachers anldreh use body language, cues and
gestures to communicate their respect for eachr;otimme in the case study centre is
unhurried when teachers are interacting with chii¢glichildren are offered choices; teachers
interpret a child’s intentions by paying close atieen; teachers support children rather than
intervene; and a team approach is an importantegilemEach of these themes are discussed

in detail in this chapter.

6.2 Towards a definition

Respect is “a fundamental human value that forresbidisis of character and personality”
(Miller & Pedro, 2006, p. 293). Respect is deeggtybedded in the philosophy and practices
at the centre. Teachers engage in ways that weauddest they accept each person as an
individual with rights and freedoms. They are neql to receive each person without them
being who the teacher might want them to be. Thisvident when teachers interact with
children. It is also evident when they interactrweach other and with families who come

into the environment.



6.3 Teachers invite children to engage

Interactions with children at the case study cemmald most often begin with some form of
invitation by the teacher. Usually this would takee form of a verbal invitation
accompanied by outstretched open hands with pacisg up. After this initial verbal and
physical invitation, the caregiver would wait forresponse. The response time from the
child varied. The one constant in this sequenaavehts was that nothing happened until the
child agreed:

Interaction between Kea and Charlotte: “Would Yiga a nappy change?”

she says the words and offers opened arms and.hands

When Charlotte doesn’t react Kea says “I'll waitilyou are ready.”

“You let me know when you are ready” Charlotte tloufor about 30

seconds and then bum shuffled waving her hands tovkea who scooped

her into her waiting open hands and arms and t@okidr a nappy change.

(Observation data transcribed from video)
In this exchange the child is offered the choicd threrefore holds the power over when her
nappy is changed. This was very typical of therattions at the centre. A teacher would
initiate with a verbal invitation, always accompeshiby open hands held out as a gesture of
invitation. Then the teacher would wait for thealadls assent which would usually be a

physical sign such as tipping forwards into theropems or putting their hands up to be

picked up or moving closer to be picked up.

When we discussed this at the parent focus grougowed there were clear differences
between interactions at the centre and at home:
The changing part is really difficult for us at hemWould you like to be
changed? The answer is always NO (said with enghagVicky: parent
focus group interview).
Two parents agreed on this point (Vicky and Jenny).
(INTERVIEWER) In my observations in the nurseryfao | have noticed

that both the teachers always say. “Would you &keappy change?” Then
they hold out their arms and wait for the childlexide. If they lean toward



or move toward the teacher then the teacher irdgehis cue as meaning
they would like to have their nappy changed. Wties child doesn’t
respond to an invitation or responds by turning yawze teachers will
respect that and ask again later. But | can seeynobservations the
responses that indicate yes, please, a nappy chamgewill be good
thanks... (Interviewer comments at parent focus grotgyview)

(INTERVIEWER) | relay my understanding to the pdseand manager
present at the focus group interview of how thepyaghanging happens in
the centre environment in a very slow, peaceful sewprocal way... so
when these babies are on the table, the teachéraskithem could you
please put your arm down so | can help move your through the hole...
(Interviewer comments: parent focus group interyiew

Well it doesn’t happen like that at home! She aore and hates having her
nappy changed (Vicky: focus group interview).

Another parent agrees. | think it's because senoifte are rushing at home

and that's way different to what you just descril§@dnine: focus group

interview).

Parents discuss the child’s desire not to be Igogn when they are being

changed. We compare the centre environment wlingidren can choose to

pull up on the surrounds around the change talelegf@l discussion: parent

focus group interview).

Well that's probably why it ends up being such d keaperience for all of

us at home is cause we still insist on him lyingvda@ause it's the only way

| can get the nappy on securely (Jenny: parentsfgooup interview).
It was apparent that intimate care times at honte wwre rushed than those happening with
children in the centre. Being rushed can be ulirsgthind undermining to the self esteem of
the infant (Kovach & Da Ros-Voseles, 2008). It waso evident that children had less
control over the situation, for example whetherythad a choice about lying down or
standing up to be changed. One of the wall dispiythe case study centre says: “The care
moment is the most important moment in a baby&’ i Dr. Emmi Pikler. Other displays
on the walls say: “When the experience is a plaasae they will be willing to participate

again... and again... and again!” “Freedom to movepaasive reciprocal relationships,

making their own choices, working together, paghgy and cooperation during care.”



The ideas espoused in these wall displays are mvidethe teachers’ practices at the case
study centre. Hammond (2009) suggests:

When an adult speaks quietly about what is hapgeaimd waits for a
response, the child does not need to be on alettahchange could be
coming at any moment unannounced (p. 17).

An invitation and explanation is a simple matterre$pect. Imagine being asked, being
heard, and holding the power in matters affectiogryphysical well-being. For most adults
this is accepted as a basic human right. Now ineagomeone physically lifting or

interfering with you in anyway to which you havetremnsented. In the second instance,
when you were not invited or consulted, the expereis one of powerlessness. You might
feel more like an object rather than a human withvidual thoughts, opinions, freedoms and

rights.

6.4 Unhurried time

In order to give infants unhurried time, teachessento make a commitment to slow down
and be emotionally present (Kovach & Da Ros-Vos&él®88) with infants. The following is
an example, transcribed from video, of how teachen® unhurried in their interactions with
infants at the case study centre:

When Tui comes back to the nursery Kea has beedlingdMax and Tui
heats his bottle. She gently removes his jersByis is a slow process and
she talks to him about how she is moving his bodiyi takes Max and the
bottle through to the sleep room. Tui cuddles Maxshe feeds him his
bottle. Ben is not yet asleep and he calls outrlax makes some sounds
prior to his bottle coming. Max stops to have eklat the moving stars and
Tui waits patiently until he wants his bottle agaiShe tries again but Max
moves his head indicating he has had enough... ‘i@ we put you to bed
then?” She puts Max into his bed and strokes éaglh She hums along with
the music that is playing and Max makes little §img sleepy noises while
she hums. He plays with her hand which is notkstgphis head. Ben lets
out some sounds and Max makes a small complaint eNough for Tui to
take him out of bed. Max yawns and Tui rubs higsthgently. Max
experiments with sounds and Ben joins in a litite Blow Tui is rubbing his
chest gently with one hand and his head with therot Max’ eyes close and



Tui stays with him a while longer continuing to rbls chest. When she is

sure he’s asleep she gently removes her hand fisnthest and fluidly

secures the side of his cot and removes herseaif frig cot. She sits listening

to Ben for a while | think she is deciding whetkle should allow him to see

her as till this point though he has heard herdsnth seen her. He holds his

hands out to Tui to indicate that he needs hee @tks him up and suggests

they go and change his napp{bservation data transcribed from video)
The observation above is evidence of the teachssiemitment to slowing down and
providing valuable, uninterrupted, quality time aatiention to the infant. When she does
this she demonstrates her ability to empathise whih infant and understand from his
perspective what the experience of going to slédgheacentre must feel like. A supporting
piece of documentation demonstrating that this momascious decision on the part of the

teacher is a wall display in the infant room. Tigplay says the word TIME twice:

T- Tender

| — Intimate

M - Moments
E — Every day
T-Try

| — Imagining

M — Meaningful

E — Experiences from a child’s perspective.

One parent at the focus group interview describedr&shop (run by the teachers at the case

study centre) where she and her husband, alongothgr partners present, had to feed each

other:

We were role playing and one was the child andther the adult and we
had to role play the scenario where they are rgstha child. Her partner

was feeding her yoghurt and talking on his cellrghat the same time and
wasn'’t allowing her the time to swallow. She daydthe end of it she was
covered in yoghurt and really angry but the exerd¢aught her a great
lesson about following the child’s lead for whemyhare ready and how
long they might need to swallow etc. Also, she waesoyed about him

talking on the cell phone instead of paying attamtio her (Janine: parent
focus group interview).

Another aspect of unhurried time is the conscioedsion that teachers have made to move

slowly and fluidly in the infant room. They move ¢ough they do not want to disturb



anything. On several occasions | observed teagheksng slowly and softly, with small,
quiet, and fluid movements. When asked about ithithe teacher interviews they would
explain their intention is to reinforce the ideatthhis is a children’s space and teachers do

not want to do anything that will disturb that slgveaceful space and pace.

This practice of taking adequate time deepens &achwareness and knowledge of each
child, sensing by their behaviour, body language® expressions. In the case above, the cues
suggested Max might be a bit tired. Talking to labout tiredness and suggesting a sleep

allowed the child to be the decision maker in thecpss.

My research indicated that when teachers give timg they show value for the person with
whom they are engaged. When we rush an interaaterun the risk of leaving the person
with whom we are interacting feeling unsatisfiedl amdervalued by the experience. Each
child will have his or her own rhythm and pace.spectful practice involves stepping out of
our own rhythm and pace and adjusting to that efitifant. For adults generally this is
going to mean slowing down a great deal in ordepliserve and interpret needs, invite
children to engage, wait for their response and #regage in the interaction at the child’s

pace.

6.5 Choices are offered

On several occasions | observed teachers offermigren choices and one of the most
common was to offer children a choice in the colofithe bib they wanted to wear for a
mealtime. This was something that happened paceviery meal time and was part of a
sequenced routine for children. Wearing a bibdatiid that they would have their meal

next. | noticed that the action of choosing a &idbed children’s ability to wait for a turn.



The bib choosing exercise was a cue to the chdtidhce they have a bib it follows that they
will be having their meal next. The following expl® is indicative of this regularly
occurring choice that was offered:

Tui offers Max his choice of bib for lunch. Therered or purple. He

chooses purple and he is fed slowly — each spoawditing for his open

mouth to indicate his readineg®bservation data from pen and paper)
At mealtimes there were always choices for fooghared by the cook so teachers could cater
to children’s individual tastes. Also choices abwhen children were hungry and wanted to

eat were decided by the child. Teachers wouldrdtied and if it was not accepted they

would put it away to offer later.

Teachers at the case study centre felt that offesimldren choices was an essential element
of their philosophy and practices. Below are exasf the centre manager’s opinion on
the subject of choices:
It is important to offer children choices. You kmespecially infants — they
don’t get a lot of choice about anything reallyo &fering them a choice in
anything that involves them gives the power ovethiem. They can see
and feel how powerful they are in decisions whidleatly affect their well
— being (Huia: teacher interview).
Talking to them about what is going to happen rend giving them the
opportunity to respond and be a willing participa@iving children choices
(particularly infants who are often overlooked mstarea) they will soon
get the idea that their opinion is valued (Huiacteer interview).
In agreement, Leon-Weil and Hewitt (2008) found &mhwe involved children in the

decisions that affected their lives, they reachedifeerent level of critical thinking and

expression” (p. 25).

A parent who has adopted the philosophy of thereeatthome agreed about the importance
of offering choices. Janine made the following exlbation at the parent focus group

interview:



It was in offering choices that | realized one shwas actually

uncomfortable to get over my son’s head. Whenférefl the choice he

wouldn’t choose that one and that was why (Jangagent focus group

interview).
Offering choices and inviting children to engage hoth important parts of the programme
provided at the case study centre. In both ofdtespects the teachers consider it essential
that they wait for a response. Suskind (1985dditePetrie & Owen, 2005, p. 144) calls this
time between teacher invitation and child respaiasey time This is another important
aspect of offering choices which links to unhurrtede. When a choice is offered, teachers
need to allow time for a response (and this mag takger than expected in adult time) and
then react according to the wishes of the childgree with Brumbaugh (2008) who sums up
why it is important to offer children choices suuiy:

Giving children choices shows them that educatare.c When educators

trust children to make choices concerning theitydavents and activities,

they not only create a sense of autonomy, butasenvironment of respect
(p. 175).

6.6 Teachers interpret a child’s intentions by paying close attention

My findings indicate that through subtle signs @edtures and in the presence of sensitive,
attuned observers, even the youngest child caresgpnis or her opinion and therefore have

his or her human rights upheld (United Nations Catte® on the Rights of the Child, 2003).

In the below examples the room was set up to folbikdren’s emerging interests:

Charlotte’s profile book is out in-front of her amstie opens it to the first
page. She has a little play with the sound thetgl@heets make but then she
loses interest and goes back to posting pegs hetplastic container that has
been set up this morning by the teacher who iovoilg her interest and
competence in postingObservation data from pen and paper)

The music skips and Charlotte comments with soumdbg pointing towards
the CD player. A teacher picks up what she isrgskind chats to her about
how the CD player is unreliable and the CD is asbratched while she starts



the music again. Charlotte shows her apprecidiiohaving a little boogie.
(Observation data from pen and paper)
It is through observation that teachers learn whatchild wants, needs, likes, dislikes and
also what they are capable of and what their emgrgiapabilities are. This peaceful
observation enables teachers to go further thaimnfeempathy. They go beyond “what
would | want if | were her?” to actually considextfat does she want?” An example was
when Kea put away a child’s pacifier because slietaught she did not need it:
The child didn’t complain but looked anxious so Kgave it back and said
“Do you feel you need that?” Liv put it down besider and continued to
explore without it.
In the example above, Kea felt Liv had no needsw ior the pacifier but by paying close
attention to the emotions of the child who did oomplain but simply looked anxious, was
able to interpret the desires of the child. Thieiost of care discourse (Goldstein, 1998;
Noddings, 1984) would suggest such attentive, teeepngrossment led Kea to give Liv the
pacifier against her own better judgment (motivaiodisplacement) because the ethics of

care involve respecting another person enough derstand what they miglaictually want

as opposed to what yahink they might want

This same ideology explains why | observed teacbees-riding the rules of free movement
on occasion at the case study centre. Even thtaaginers believed strongly in the idea of
natural motor progression and un-aided motor dgveémnt, they would pick up a child who

became upset lying on his back or help him rollkbacto his back if he was upset on his
tummy. By paying close attention or engaging itergtve, receptive engrossment
(Goldstein, 1998) the teacher displaces her ownvatodn (Noddings, 1984) and acts as the

child wants as opposed to the teacher’s own paorept what the child wants.



This ability to really see from the perspectiveanobther requires close attention on the part of
the teacher. On one of the walls in the infantiremment there is a large picture of a key
and inside the key are the words “Just noticefduhd that teachers in the environment were
very good at noticing what was happening for edaldc Brownlee (2009) suggests: “full
attention is focused and it neither judges norl&bé just notices. Every little thing... Full
attention allows you to be in the present momedacty as all infants are, all of the time” (p.
4). Our adult lives are crowded with time schedudad plans. We are always thinking
ahead or planning ahead but an infant demonstnatego be fully present in each moment.
Magda Gerber says it clearly:

Pay full attention. Whenever you care, do it abwdy with full attention.

If you pay half attention all the time, that's nevell attention. Babies are

then always half hungry for attention. But if ypay full attention part of

the time, then you go a long way, that's what | idorecommend: to be

fully with a child and then let him be (Gerber, 20@ited in Yeah baby!
2009, p. 19).

6.7 Teachers support rather than intervene

The teachers at the case study centre all felt wrgngly that support rather than
intervention was a mark of respect for the chilthey felt that adults generally try to do too
much for children and this can have a damagingcaften the child’s perception of
themselves as confident and competent learners. fallowing were some of the comments
from the teacher interviews:

Our infants are exposed to an environment thatectsghem for who they
are, their wairua is nurtured, honoured and ceteddra Our programme
encourages our babies to feel secure and safe ke mdependent choices
in all areas of their learning and developmenbelleve this teaches them a
positive and healthy self image and ultimately aptimistically a healthy
world view! (Tui: teacher interview)

| think respecting children’s confidence and corepeé provides them with
the mana that comes with working through feelingd amotions. When
infants are allowed time and support to work thtouigelings like



frustration they learn to self-regulate, collectrtiselves and focus. They
also learn to trust and feel emotionally securthdéfy need that extra hand
from someone else. Knowing when to lend that haneally important.
Children are capable of so much more than peopéndjive them credit
for. (Tui: teacher interview)

Giving children the freedom, and encouraging thenbécome confident
explorers. Being there to support, but not interigs they figure things out,
for example how to use their own bodies to get hens they want to go in
their own time. (Huia: teacher interview)

Parents also valued the idea of support rather ititarvention for the healthy development
of self-esteem. When | asked what is it to respldtren’s competence the parents at the
focus group had the following definitions:

It's not stepping in too early to allow them todeand master things on
their own. He’s doing what he thinks he can do hsldouldn’t be the one
to decide what that is. It's respecting that h# figure out himself — and
he might fall off and he might get hurt but it'daaling that as a learning
thing (Alisa: parent focus group interview).

It's like not wrapping them in cotton wool (Janingarent focus group
interview).

Trying to let him work it out for himself. Whenei work it out themselves
they get a huge sense of satisfaction out of mr(yeparent focus group
interview).

In the comments above it was apparent that pafeltshildren learn from their mistakes and
have a greater sense of mastery and autonomy Wkgrate able to try things on their own.

One parent told a story about a playgroup:

At this play group | watched my son negotiate tteps without any help

and get a bike which he then careened off and gragehead. He was a bit
sore so he cried for me to comfort him and | wengive him a cuddle.

What | loved was that he calmed so quickly and determined to get back
on the bike and continue mastering it. There wastheer mother watching
who wouldn’t allow her child to come out because’dhust seen what had
happened. | was sad for her and her child becslnsenvas being overly
anxious and her child would be denied a great Iegraxperience (Alisa:

parent focus group interview).

Giving him space to do it (Jenny: parent focus grimterview).



In the morning we like to make muffins and loaf dhithgs like that and my

two children really like to help. 1 tell them thilte knife is really sharp and

you can tell they know what that means and | expthat the element is

really hot and they learn and understand. Haviregnt bake with me is

obviously messier and more time consuming but Hreylearning so much

and gain a sense of confidence and competence &letuy part of the

creation. But it's not dangerous — it's just regalirty! (Janine: parent focus

group interview).

Yes, | think you can do something for a child socimbut there is nothing

like the satisfaction and learning that is cementsdtn someone does

something for themselves or accomplishes somethyrthemselves (Vicky:

parent focus group interview).
These were all important points the parents browght They talked about offering their
child support. In the case of the child with thikebat the playgroup it was in the form of a
cuddle when he fell off. In the case of the cla@ldwho help with baking the support was in
the form of telling them that the knife is sharplahe element is hot. The parents did not
intervene, however, stopping them from riding thieebor baking the muffins, and thereby

allowed the child the sense of achievement and etenpe that comes with accomplishing a

task autonomously.

Brownlee (2009) talks about “a baby’s sacred gdestcompetence” and discusses why
trusting children and waiting and watching is fanrenbeneficial to the child than rushing in
to save or rescue them. When a child learns taemasything on their own there is a sense
of power and competence that no amount of doifigrithem or rushing to save them could

possibly hope to emulate.

6.8 A team approach is an important element

Respect is evident between teachers and with maeentvell as between teacher and child.

Teachers display respectful relationships with eaitter and have developed some sound



strategies for ensuring they have a shared undelistaof what it is to be respectful of each
other. The team contract created by the curredhiag team at the case study centre is a
good example:

*  We will maintain our support for one another, vatuieach other’s
individuality, friendships and bring out the beseiach other.

*  We will always remember the importance of our ptsemd whanau
community and respect and value their contributiorgwledge and
beliefs.

*  We will take pride in our environment and show oespect for the
children’s learning by tidying and resetting relewvalearning
opportunities for the children during the day.

* We will aim to keep our display boards up to ddteautiful and
meaningful for our children, parents and families.

» Before talking with another teacher, we will firsbnsider the
situation and relevance, and be respectful of wachnd children
involved in special moments.

* When returning to the room we will keep dialogueempand
remember to ask teachers in the room “where arat®eor “what
can | do?” When leaving an area we will exchangg important
information with teachers remaining in the room.

* We will all contribute to ‘housekeeping’ type jobgutting
equipment and resources back in the correct pldessping the
washing up to date and clearing the kitchen.

*  We will show our respect for nature and animalsdoking after the
needs of our smallest residents, Pinny and Gig, alwving the
children to be a part of their care.

We will recycle/reuse/reduce and think about wiayshich we can

be kind to the environment wherever we céase study centre

team contract, December, 2009)

This idea of a team contract is something all tleeachers developed together by
brainstorming everything that they felt was impottéo each of them. Everything in the

contract had to be agreed to by all the parties thigl has given the teachers shared

understanding of respectful behaviour, a commomwresice point when boundaries are



pushed and most importantly, because it was wookedogether, each of the team has some
ownership of the ideas the contract contains.

The teachers at the case study centre have a \abioat how their centre should feel and

what experiences will be like for infants and tadlwho come to their centre. The most
important part of realising this vision is that gvene of the teaching team shares the vision.
Part of the philosophy with children is that teashteust them to be confident and competent
learners but the first level of trust necessanhinithe environment is among the adults as

demonstrated by the team contract.

One element of a respectful team approach was theteachers would always ask their
colleagues what was happening when they returreed breaks or just arrived for the day.
For example, see page 64. This practice of askiitere are we at?” was a common
interaction used when teachers returned from brdakensure they had the correct
information before interacting. This is respectbiileveryone else in the environment and
shows the teachers commitment to respecting whappening right now for each child and

adult.

6.9 Chapter summary

| have discussed my findings regarding respectiiddren’s confidence and competence in
relation to the themes emerging from the data ambarted by the documentation. These
themes included: teachers invite children to engagkwait for their response; teachers are
unhurried in their approach to time; children affered choices; teachers interpret by paying
close attention; teachers support rather thanveter; and respect was evident between team

members and with parents as well as between tesaahdrchildren.



When teachers invite children to engage and waittlieir agreement prior to engaging,
infants are afforded control over their situatiomhe differences between home and centre
regarding children’s assent prior to engagementligigted that children are more willing
participants in routine care times when they haeenbconsulted, invited, and offered

choices.

Teachers at the case study centre have made a toemhito slowing down and being
emotionally present with each child. This providles infant with valuable, uninterrupted,
quality time and attention. It also provides tleadher with a deepened awareness and
knowledge of each child. Another aspect of unledrtime included the way teachers would
move slowly and fluidly within the environment ss aot to disturb the peaceful, age
appropriate space and pace. The final aspect lmiirtied time observed was that teachers
took their breaks according to the needs and rhytbfrthe children as opposed to by the

clock.

Teachers were available to the children but resiatey unnecessary intervention which they
felt contributed to each child’s view of him or kelf as a confident and competent learner.
Teachers would pay close attention to each childl affiered their support when it was
requested. They valued each child’s sense of aotgrand accomplishment which would
lead them to offer support in such ways that theyew't actually doing anything for a child

which they thought the child was capable of aclmgwn his or her own.

The respectful approach between teachers and snfaas replicated in other relationships
throughout the environment. Teachers showed résfuec each other through their

interactions and teaching practices and respect al&s evident between teachers and



parents. Interactions at all levels were respéeetfd this culture of respect influenced the

actions and reactions of people in the environment.



Chapter 7

CONCLUSION AND RECOMMENDATIONS

7.1 Introduction

For this research there were two key questions:

1) What do practices that are inspired by the ptifosophy and Pikler approach look like in
an infant and toddler setting which uses

(a) primary care-giving;

(b) free movement;

(c) respect for infants’ confidence and competence.

2) What are the understandings of teachers areh{zaas to the efficacy of these practices

and the factors which might enable and / or comsthese practices?

| undertook a qualitative case study that inveséigahe practices of primary caregiving,

freedom of movement and respect for children’s iciemice and competence. A thematic
coding of observational and interview data was usednterpret and analyse the data.
Observation data was gathered by non-participant &l paper observations and video
recording. Documentation records such as ERO tgpprospectus information, children’s

individual discovery projects, wall displays, neetgtrs and information for parents were
useful in triangulating data generated by obsemwatiand teacher interviews as well as a

parent focus group interview.

In this chapter | summarise my conclusions andmegendations in relation to the questions
above. 1 also highlight the limitations of my syuthe suggestions | have for further research

and explain the implications for practitioners apdlicy makers. | outline practical



recommendations for teachers working in early ¢lotmtd settings with infants. These
recommendations are intended to provide a frameuarlkpractitioners wanting to adopt
similar practices to those observed at the cash stentre. The recommendations are based

on the findings from my research.

7.2 Primary caregiving

Parents and teachers involved in my research Ilgad@ understanding of primary caregiving

principles and expressed their unanimous suppoth&practice at the case study centre. A
team approach to primary caregiving meant the edid not translate into an exclusive

relationship between one teacher and one childwaar it reliant on the primary caregiver

having to always be available to the child. On tbetrary, all teachers shared reciprocal
relationships with all children with a deeper lev#l understanding being evident with

teachers and the children in their primary careigro

Children would re-visit their primary caregiver finctime to time and were comfortable when
their caregiver was close by. Children were alappy to wait for their turn when needed
because teachers were able to communicate thrbegist of language and gesture that they

were aware of them and that they would be next.

Through peaceful observation teachers were ablatéopret infants’ body language, cues
and gestures. Caregivers used a sequential, fabligpattern of body language as invitation
to engage. They used language as invitation amdameation with children and also to
explain carefully what they were doing and why.adleers responded to the child’s pace and
slowed their reactions and interactions accordingiyey also took breaks according to the

individual needs and rhythms of the children asosep to working by the clock.



7.3 Free movement

Free movement principles were understood by botenpa and teachers at the case study
centre. Not all parents were following free-movemguidelines at home and some parents
were propping their child to sit or restrainingrihen a high chair. Because of these differing
practices between home and centre the teachers flextible and would over-ride the
guidelines set out by Pikler (1994) and make exoeptwhen children had become used to

being sat up if they became frustrated lying down.

In this way, respect for the child was paramouint.other words, if a child was upset lying
down and was not familiar with this practice at leothen teachers would sit him up out of
respect for parent and child’s wishes. This figdimghlighted the fundamental difference
between the orphanage where the free movementspbpifty originated and the case study
centre. The children in the case study centreeslhiaeir time between two different
environments where the beliefs and practices minghtquite different as opposed to the
orphanage where children were in only one condigemironment. This finding is also in
alignment with the two principles on which our c¢outum Te Wiariki is based:

relationships; and family and community.

This research has identified for me the differebetween adoption and adaptation of a
philosophy. Adopting the free movement philosopiuld involve strictly practicing the
principles of free movement. Whereas, adaptat@snhappened in the case study centre,
involves taking the ideas from a philosophy and wegthem into the cultural context and
curriculum framework within which the centre opesat This results in a more flexible

approach to practicing the principles of any gipéinosophy.



Another finding regarding free movement was thaickers supported infants rather than
intervening. They had a high level of trust in leacfant’s ability to solve his or her own
problems and would allow them the privilege of spand time to do this without
intervention. This high level of trust was enabladthe teachers’ intimate knowledge of
each child which was developed through peacefuemtasion. Teachers often engaged in
something Gerber describedwants nothingime. This was when the caregiver was simply

watching, listening, and deepening their understandf the child they were observing.

7.4 Respect for infants’ confidence and competence

My findings indicated that respect was at the hehthe philosophy and practices observed
at the case study centre — with respect for cmidreonfidence and competence evident
throughout all aspects of the case study centrgranome. Teachers invited children to
engage with them and no action would be initiateddr with a child without his or her

agreement. This agreement was demonstrated througd and gestures, to which the

teachers were all highly attuned.

Teachers were unhurried in their approach to timé slowed their pace to match the
individual rhythms and competencies of each chilthey offered children choices in their
care and education and waited for the child’s raspoeach time. Break times were not
observed by the clock but rather were taken atdimigich seemed convenient to the children

and other teachers in the environment.

| have argued that in the use of these practi@;hers displayed an ethic of care and

through peaceful observation were able to interfretactual needs and wants of infants - as



opposed to their own perceptions of infants needsveants. Teachers would offer support

to infants by being close by and observant rat&n intervening unnecessarily.

Teachers demonstrated the idea that for infaate is education and education is cdrg
maximising the time and attention they paid to ireeitare times. These were seen as times
where a trusting and reciprocal relationship coble built with each child in the
understanding that as children are cared for, {eayn to care for others. Respect for
children’s confidence and competence in the casgystentre meant inviting children to
engage, slowing to the individual child’s pace.eafig choices, working as a team, paying

close attention, and providing support rather tinégrvention.

7.5 Limitations of this study

| only studied one early childhood centre and catgal observations over a limited period of
two weeks. It is therefore not appropriate to digameralisations based on two weeks of
observations of one early childhood setting. Thetre studied had ratios better than the
minimum ratios required by early childhood reguas, which means that other early
childhood settings may not be able to replicateptaetices unless they also have a ratio of

teachers to children greater than that requirelhy

7.6 Future research

| found there was a distinct lack of local reseamstestigating free movement; this is an area
that could benefit from further enquiry. Futuresearch could look into the efficacy and
relevance of adopting free-movement practices,iquéarly the idea of unassisted motor

development, into early childhood settings in Nesaldnd. Longitudinal research would be



ideal to fully understand the benefits or otherwa$gracticing free movement, particularly

natural motor progression, with infants in earlyldimood settings.

7.7 Implications and recommendations for policy makers

The implications and recommendations for policy eralkare as follows:

* During the time | was observing in the nursery tago of infants to teachers was
never greater than 1:4. Most often it was 1:3 aftein 1:2 or 1:1. It is possible that
in order to create and maintain the conditionstiies type of respectful practice the
required ratio of teachers to children will need&better than the minimum standard
set out in the regulations which is currently 1:5.

» Practical recommendations for creating a peacefwirenment and a curriculum
based on respect for infants and toddlers wouldsedul to the sector. The following
section presents some practitioner-oriented recamdateons that draw both on the

findings of this study as well as literature aceesis the course of this research.

7.8 Practical recommendations for teachers
* Primary caregiving

The primary caregiver /child relationship is not exclusive relationship and nor is it a

replacement for parents. On the contrary, printamnggiving involves a team approach and
for a primary caregiving system to be effectivenist be understood and supported by all
members of the teaching team and families who dttée centre. What needs to be
understood is that an infant needs to form a stretagionship with at least one other person
in the environment and the formation of that relaship is reliant on continuity and trust.

For infants, care and education are inseparablausecvaluable learning is taking place



during routine care times and this learning is bied if the child does not have a strong
reciprocal and consistent relationship with thesparwho is caring for them (Kovach & Da
Ros-Vosales, 2008; Lally, 1995). In being cared fioe infant is learning to care for others.
This is essentially the basis for a shared senseumfanity which will enable the infant to

form and maintain relationships throughout his er life (Greenspan & Shanker, 2002).

* Unhurried time
Time is an essential issue for busy teachers ity elildhood centres. In order to give
infants unhurried time, teachers have to make andtment to slow down and be
emotionally present when they are interacting wintfants. This valuable, uninterrupted,
guality time and attention indicates to the chiidtthe is valued which, in turn, enhances his
developing self-esteem. This implies that as anteaember, one needs to be considerate,
thoughtful and aware of the interactions occurramgl how one might enhance them by

providing space, time, resources, and not intelwopt

» Support not intervention
Infants are capable of solving their own problemd having opinions. As the responsible
adult we can be tempted to rush in and ‘save’ ti&l avhen he or she looks challenged.
These are the moments we need to really challengewn understanding of what it means
to be a teacher in early childhood. Being closabg supportive but allowing an infant the
space and time to learn for herself will prove maaikiable to that child than ‘helping’ her by

intervening in her learning.



» Peaceful observation
Sitting quietly and observing the capabilities, elepment, understanding and characteristics
of an infant will teach much of the knowledge reqdito be an effective teacher for him.
Only when we observe peacefully can we truly knowhdd and begin to understand his
body language, cues, gestures and uniqueness. déhw and take time to simply observe
peacefully as a child explores independently asosgeg to trying to engage the infant in
activity or always talking to the child. Peacetbservation will lead to a deep level of

understanding and empathy.

* Respect
Respect is the key to relationships. When you shomsideration for another person you
communicate to them that they are valued. Feelaiged contributes to a sense of trust and
self-esteem and is reflected in the individual'gigbto form and maintain relationships with
others. A culture of respect in your early childdocentre will mean that interactions
between teachers and children are respectful amproeal. It will mean that teachers in the
team show respect for one another and also thelhé¢es and parents communicate and act

respectfully.

We can show our respect for infants in early clolathcentres in the following ways:

* Recognising that infants need to develop a stranraciprocal relationship with at
least one other person in the environment and imghing a primary caregiver
system to cater for that need.

* Inviting infants’ to engage and waiting for theppaioval prior to engaging in any

interactions with them.



e Interpret children’s intentions by peacefully obhseg them and paying close
attention to their body language, cues and gestures

* Slow down and recognise that infants may prefeuahurried approach to their
individual care routines, learning and developmeBe flexible about breaks and
make them work according to the needs and rhythinteeoinfants as opposed to
working by the clock.

« Offer infants choices about what is happening liem and wait for a response to the
choice you have offered.

* Be available to the infant and support them inrtlhearning but resist the urge to
intervene unnecessarily in their problem solvintpre$ and mastery of their own
physical development.

* Recognise the need for a strong philosophy and teegh of respect among team
members. You can accomplish more and achieveeagrgatlity for the benefit of
the infants in your care when you share the sanadsgas a team, communicate

effectively and demonstrate respect for one another

7.9 Chapter summary

In this chapter | summarised my conclusions andmauendations in relation to the research
guestions. | considered the limitations of my gtadd made suggestions for further research
into the natural motor progression of infants inyeahildhood settings. The implications for
policy makers are around the ratio of teachersnfanis required to achieve respectful
practice. At the case study centre where my rebeamas conducted there were more
teachers to infants than is currently requireddw.| This more favourable ratio, | believe,
enabled a deeper level of respect between teaahdrsfants in the environment and had a

fundamental impact on the quality of provisiontet tase study centre.



Practical recommendations were made for teachershwhcluded: the use of a primary
caregiving system; teachers slowing down and usmwurried time; providing support and
not intervention for children; engaging in peacefllservation; and acknowledging that
respect is the key to relationships. | also madetcal recommendations for how teachers

might show their respect for infants in early chiddd centres.
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APPENDIX A

INFORMATION FOR PARENTS

Research project title: A case study of primamegaving, freedom of movement and respect
for infants’ confidence and competence.

Kia ora,

My name is Toni Christie and | am the principal[cdise study centre name]. | am also an
M.Ed student at Victoria University of Wellingtoanclucting research on infants in group

care. For my Master’s thesis | am interested iplerng the practices teachers use at [case
study centre name] with regard to primary careggifreedom of movement and respect for
infants competence and confidence.

In order to research this subject | will need tokaaletailed observations of teachers and
children here at [case study centre name]over a tmeek period next February. These
observations will be gathered by pen and paper a8 as using digital images and video
recording. | will also be conducting interviewsthvieach of the infant teachers and would
like to interview a focus group of parents. A fogrsup is a relaxed, non-threatening
discussion with a number of people. The focusmrill enable me to more fully understand
how parents perceive primary caregiving, freedomnafvement and respect for infants’
confidence and competence.

Any data recorded in the research (through photodeos or interviews) will be stored
securely for five years without identifying details

| would like to invite you to participate in thiggearch and am approaching you because
your child is currently attending or will be atteind [case study centre name] in the infant

room during the time | will be collecting the ddta my research. As such | require consent
from you for your child to be observed and to balwed in this research.

If you consent to your child’s involvement in tmesearch you are consenting to my
observing and recording your child through videaahgital still images as well as pen and
paper observations. If you consent to being irelin this research this will involve your
participation in a focus group interview one eveninPlease read, complete and return the
attached consent form either to [manager and aastsnanager names at case study centre]
or to Dr. Anne Meade. Anne will distribute constartns, answer participant questions to
do with consent (and withdrawal), and gather thenpteted consent forms. Should you have
any concerns regarding this process, please feel fo contact Dr Anne Meade on 566-1526
or annemeade@xtra.co.nz .

There will be an information evening for everyorf@wvill be involved in this research early
next year. The purpose of this evening meetinigbeito explain further the purpose of my
research and what it will entail as well as clardgy queries participants may have.

My thesis supervisors are Associate Professor @armalli (Phone 463-5404 or email
Carmen.dalli@vuw.ac.nz@nd Dr. Mary Jane Shuker (phone 463-9659 or email




mary-jane.shuker@vuw.ac)nzlf at any time you have questions regarding tiesearch feel
free to contact either Carmen or Mary Jane or miyaélour home office on 478-5220 or
childspace@xtra.co.nz

It is likely that the findings of this research Mmhle published. These findings may be of
interest to you as a parent and as a participantthie study. At the completion of this

research if you would like to receive a summartyheffindings they will be available at the

centre. Thank you for your consideration. | Idokvard to your prompt response.

Toni Christie



APPENDIX B

INFORMATION FOR TEACHERS

Research project title: A case study of primamggaring, freedom of movement and respect
for infants’ confidence and competence.

Kia ora,

My name is Toni Christie and | am an M.Ed studenViatoria University of Wellington
conducting research on infants in group care. Moy Master's thesis | am interested in
exploring the practices teachers use at [case stuslytre name] with regard to primary
caregiving, freedom of movement and respect fanisf competence and confidence.

In order to research this subject | will need tokaaletailed observations of teachers and
children here at [case study centre name]over a tmeek period next February. These
observations will be gathered by pen and paper a8 as using digital images and video

recording. | will also be conducting interviewsthvieach of the infant teachers and would
like to interview a focus group of parents. Thederviews and focus group will enable me to
more fully understand how parents and teachers @eecprimary caregiving, freedom of

movement and respect for infants’ confidence amdpstence.

Any data recorded in the research (through photodeos or interviews) will be stored
securely for five years without identifying detailkdividual teachers will not be identified
anywhere in the final report.

| would like to invite you to participate in thisgearch and am approaching you because you
are currently teaching or will be teaching in thefant room during the time | will be
collecting the data for my research. As such uregjyour consent to be observed and to be
involved in a semi-structured interview.

If you consent to being involved in this research erpectation is that you will continue
working as you normally would while | am observyayr practices and the children in the
infant room. 1 also would require your honest aasswto a brief (approx one hour) semi —
structured interview. Please read, complete andrrethe attached consent form either to
[manager and assistant manager names at case sienlye] or to Dr. Anne Meade. Anne
will distribute consent forms, answer participanuegtions to do with consent (and
withdrawal), and gather the completed consent for@kould you have any concerns
regarding this process, please feel free to contAct Anne Meade on 566-1526 or
annemeade@xtra.co.nz .

There will be an information evening for everyorf@wvill be involved in this research early
next year. The purpose of this evening meetinigbeito explain further the purpose of my
research and what it will entail as well as clardgpy queries participants may have.

My thesis supervisors are Associate Professor Carmelli (Phone 463-5404 or email
Carmen.dalli@vuw.ac.nz)and Dr. Mary Jane Shuker (phone 463-9659 or emmry-
jane.shuker@vuw.ac.nzlf at any time you have questions regarding teisearch feel free




to contact either Carmen or Mary Jane or myselfoar home office on 478-5220 or
childspace@xtra.co.nz

It is likely that the findings of this research Mak published. At the completion of this study
if you would like to receive a summary of the resledindings they will be available at the
centre. Thank you for your consideration. | Idokvard to your prompt response.

Toni Christie



APPENDIX C

CONSENT FORM FOR PARENTS

Research project title: A case study of primamggaring, freedom of movement and respect
for infants’ confidence and competence.

As parent or legal guardian, | have read the in&drom letter regarding this research and
understand what it is about. All my questions haeen answered to my satisfaction. |
understand that | can ask for more informatiomngttane.

| / We know that: -

0 1/We agree / do not agree to our child’s participation in this study.

[0 I/We agree / do not agree to participate in a focus group (relaxed discussion group) one
evening after the data collection part of this study has been completed. One or more
parents of each child are welcome to attend and contribute to the focus group evening.

0 I/We can withdraw from the study or withdraw my child from the study at any time prior to
the data analysis stage of the research, or ask that recording and observation of my child be
stopped temporarily or permanently.

0 The findings of the study will be published with identifying information removed and
pseudonyms used as appropriate.

O This research involves direct observations of teachers and your child over a two week
period.

0 I/We give / do not give consent for our child to participate in this research under the
conditions stated on the information sheet.

0 I/We give / do not give consent for our child’s image to be used in the final documentation
for this study and any subsequent publications (without identifying information).

[ 1/We consent / do not consent to participate in this research under the conditions stated on
the information sheet.

Name of child:

Name of Parent(s):

Signature(s):

Date:




APPENDIX D

CONSENT FORM FOR TEACHERS

Research project title: A case study of primamggaring, freedom of movement and respect
for infants’ confidence and competence.

| have read the information letter regarding tleisearch and understand what it is about. All
my questions have been answered to my satisfactiamderstand that | can ask for more
information at any time.

| know that: -

O Itis voluntary for me to participate in this study.

0 I can withdraw from the study or ask that recording and observation is stopped at any time
up until the point of data analysis.

O The findings of the study will be published with no names provided and pseudonyms used as
appropriate.

[0 This research involves direct observations of you and the other teachers and children over a
two week period as well as an individual interview with you.

0 I understand that my involvement or non-involvement in this research will not impact on my
employment.

[ 1give / do not give my consent to participate in this research under the conditions stated on
the information sheet.

0 1give / do not give my consent for digital images of my interactions with children to be used
for publication and presentation purposes.

| agree to take part in this research: Yes No

Name of teacher:

Signature:

Date:




APPENDIX E

TEACHER INTERVIEW FORMAT
(For both teachers and centre manager)

The purpose of this interview is to gain information about what you understand about
the philosophy and practices at [case study centre namand how you consider them to
be impacting on the children you are teaching.

Name:

Position:
Qualification:
Length of service:

1.

Tell me about your understanding of the term ‘primary caregiving?
Could you comment on your understanding of the term ‘freedom of movement'?

Tell me about your understanding of the term 'respect for children's confidence
and competence?

Do you consider these aspects of your programme to be enhancing infants’
development and learning? How?

What, in your opinion, are the benefits of primary caregiving? For infants and
toddlers? For families? For teachers?

Could you comment on the challenges / limitations / difficulties of primary
caregiving?

How does this differ to your prior teaching experiences?
Are there specific environmental factors which promote freedom of movement?

Anything else you would like to mention about freedom of movement or
independent exploration?

NOTES TO INTERVIEWER

Ask if they have any questions about the research.
Thank them for their time.



APPENDIXF

PARENT FOCUS GROUP FORMAT

The purpose of this FOCUS GROUP is to gain information about what you
understand about the philosophy and practices at [case study centre namahd how
you consider them to be impacting on your child and family.

Your answers to the following questions will be treated with absolute
confidentiality. Neither you nor your child will be identified specifically in the
research.

Researcher will gather the following information from everyone
present at the focus group meeting

Name:

Child's name:

Child's place in family:

Length of time enrolled:

Other siblings attended:

Draft questions for group:
1. Tell me about your understanding of the term ‘primary

caregiving?

2. Could you comment on your understanding of the term ‘freedom
of movement'?

3. What is your understanding of the term ‘respect for children's
confidence and competence'’?

4. How do you think primary caregiving is affecting your child's
development and learning?



How do you think freedom of movement is affecting your
child's development and learning?

. How do you think respect for infant's confidence and

competence is affecting your child’'s development and learning?

(Brief explanation of primary caregiving) What, in your opinion,
are the benefits to your child and family of having a primary
caregiver?

. Do you think the environment here promotes freedom of

movement and independent exploration? If so, how?

Any other comments that anyone would like to make?
(Challenges/limitations/difficulties of primary caregiving?)

NOTES TO INTERVIEWER/FOCUS GROUP FACILITATOR

Ensure everyone is contributing to the discussion.

Keep focused on the questions and keep the meeting moving by being
succinct and try fo obtain closure on each answer - no one should feel
they have important ideas that are not discussed.

Chatham house rules (confidentiality) no one will be identified.

Thank them for their time.



