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Managing the transition to foster family status: The experience of
carers’ own children

Helen Young

ABSTRACT

Children in today’s society live i ever-changing family forms. Children are
the least likely of all family members to be the nitiators of farmly transitions, yet they
are profoundly involved. With a focus on child-centred care (e.g. The Children’s Act,
1989), there is an acknowledgment that it is important to understand the expenences
of children living in these various family structures. The ‘foster family’ 1s one such
form of famly life in which children live. A common occurrence within foster
families 1s that carers’ own children are present within the home (Berndge & Cleaver,
1987).

This study explored how carers’ own children managed the transition to living
as a foster family. Using a Grounded Theory approach (Strauss & Corbin, 1990), five
children (four males and one female) aged between 9 and 15 years old were contacted
through an Independent Fostering Agency and interviewed about their experiences of
having foster children coming to live within their famulies. Participants and their
families had been fostering for a total of between 6 months and 14 vears, and these
included short-term, long-term and specialist fostening placements.

The analysis identified that participants went through a central process of
redefining their families in the transition to living as a foster farmly. Within this, an
explanatory process model was developed comprising four main categories of
experience. These represented participants’™ awareness of change within their famihes,
attempts to search for an explanatory framework to understand the changes, and of
locating their own family and themselves within this new family structure.

There are a number of clinical implications highlighted by this study. Children
actively try to make sense of changes to their family and it is important that fammlies
and fostering services aid children in this process. It highlights a need for the whole
family to be involved in preparation and training, and for comprehensive support

packages to be put in place. The role of the Clinical Psychologist within this process
1s discussed.



1.0 CHAPTER ONE:
INTRODUCTION

This chapter begms by providing an overview of the changing profile of the
‘family’ in recent years. It then discusses in detail one particular family form, that of
the foster family. An historical perspective on the development of the foster famly 1s
provided, followed by a critical look at foster care research. A focus on the dynamics
of the foster family i1s emphasised, along with an examination of the role of foster
carer’s own children in the fostering process. This chapter also draws on the literature
surrounding family transitions to set in context the expenence of children in changing

families. The chapter ends by setting out the focus of the present study.

1.1  Children in Changing Families

‘Families at the beginning of the twenty-first century are going through
changes at a pace that is bewildering to both observers and family

members themselves’ (Pryor & Rodgers, 2001, pl).

Famuly life today takes many forms and 1s characterised by a diverse range of
structures. The traditional view of children being raised by two married parents
throughout their childhood is today much less common. Forty per cent of all children
in England are now born outside of mamage (Hill, 1999). This includes thirty per cent
who are born to cohabiting rather than married parents (Berridge, 1997). About one-
third of all marriages end in divorce (Dunn & Deater-Deckard, 2001). Consequently,
one in five families are headed by a lone parent and one in eight children will, at some
stage of their childhood live in a step-family (OPCS, 1993). In addition to this, 50,000
children in the UK have been removed from the care of their parents, of whom 11%
reside in residential homes and 65% are placed in foster families (Davies, 1998).
Around 10,000 children, never able to return to their families of origin, are believed to
be waiting for adoptive families (O’ Hanlon & Ejioforj, 1999).

This vanation in family structure has attracted widespread political and public
debate, with a concern centred on the perceived “breakdown’ of family life.
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Increasingly, attention has focused on the effects on children of living in these
changing forms of family life (Dunn & Deater-Deckard, 2001).

The concept of childhood, in parallel with the changes in family structure, has
been transformed over the last century (Prvor & Rodgers, 2001). Indeed, scientific
research has furthered the understanding of children’s development and there is now
an ever-increasing acknowledgement of the need to ensure children’s emotional and
physical well-being. This 1s evidenced in the investment of services for children

within the National Health Service, with specially trained health professionals

equipped to deal with children who display emotional and/or physical problems.

Along with these developments has been an acknowledgement that 1t 1s
important to understand the experiences of children living in these various family
structures. One way of achieving this is to take seriously what children have to say
about their families, and there has been a growing body of research involving children
(e.g. Deatrick & Faux, 1989; Nespor, 1998; Butler, Scanlan, Robinson, Douglas &
Murch, 2003). After all, as Pryvor & Rodgers (2001) state, children are the least likely
of all family members to be the imtiators of family transitions, yet they are profoundly
involved. Children are not only witnesses to, but also participants and actors 1n these

fam

ily stuctures and transitions (Rutler ef o/, 2003).

The ‘foster family’ 1s one such form of family life in which children lhive.
Foster families are a group of families about whom there 1s hittle discussion, both n
arena. Foste

and an extraordinary undertaking (Hill, 1999). Looking after children is something

that many adults will do at some time in their lives, guided simply by common sense

r care 18 at the same time a verv ordinarv activitv

homes to, and open their families to other people’s children and look after some of the

most difficult, demanding, rejected and abused children and young people in our

society (Rerridge, 1997).

1.2 Historical Perspective on Foster Care

Foster care, as a concept, 1s not a new form of alternative living arrangements

for children living awav from home Indeed, fostering and residential care have min in



parallel as alternative arrangements for children as far back as the nineteenth century
(Rushton & Minnis, 2002). Foster care however, can be seen as one of the early

exnrexqmns of the (m 1tion of the ahm of the child (Kgll_y & (‘;ﬂ_o'm 2000):

advancements in theoretical understandings have contributed to a preference for
family, including Bowlby’s (1951) emphasis on preserving attachment with an adult
caregiver, Goffman’s (1962) crnitique of institutions, and Maluccio, Fein &
Olmstead’s (1986) theories on the importance of “permanence’. Foster care therefore
constitutes an expression of the child’s need for and right to the personalised family
that the workhonse and other crowded institutions historieally could not provide.

In the UK, foster care has been developed as the preferred placement for “out
of home’ care (Colton & Williams, 1997) and is currently the principal form of care
provided for children living away from home under the anspices of the local authonity.
At any one time, around six out of ten children looked after by local authorities are
placed with foster carers (Department of Health, 1997). Although the number of foster

children has remained f'qn'lv constant (currently around 33 ,000), th eV Cot qtitute a

1A AN witilfalidy

proportion of those in the care system that has roughly doubled since the 1970°s. This

is chiefly due to the closing down of many residential homes over the last twenty

Over time, fostering has become an increasingly complex and difficult task.
As Hill (1999) succinctly summarises, the task historically often involved either

n a temporary hasis. or else lnna-tprm

straightforward physical care of a child ¢ emporary basis. or else lor erm
substitute parenting. It was not unusual for foster carers to bning up the child virtually
as a full member of their own family on a quasi-adoptive basis, often with little or no
contact with birth parents (Rowe, Caine, Hundleby & Keane, 1984). Although the

demands of this role are not to be trivialised, considerably more 1s expected of foster

carers today.

There are two key reasons for this increased pressure on foster carers. lhe first
reason surrounds a change in legislation that has radically altered the way in which
children are perceived and treated within saciety. The introduction of the Children’s
Act (1989) encompassed an acceptance of children as having nghts and needs of their

own. This challenged the dominating framework within the child care system. at that



time one of permanency planning with a focus on either returning the child to their
birth parents or securing alternative, permanent living arrangements (Hill, 1999). The

Children’s Act stressed the welfare of the child as pa

Cl amonnt and stipulated that
where possible, children should be brought up within their own families. It
emphasised the importance of partnership with parents, rather than opposition, and
family support rather than compulsory separation (Packman & Jordan, 1991). This
has meant increased demands on foster carers. They now have obligations to
encourage and facilitate contact with birth parents, where appropriate; more frequent

and formalised involvement is required in planming, decision-making and revi
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ews;
and there is greater emphasis placed on children’s participatory nghts (Borland,
1998).

The second reason, taking into account the legislative backdrop, has meant
that only children who have, or whose family have the most serious problems, enter

blic care (Kelly & Gilligan, 2000). Developments in prevention and
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and remain 1n
family support have raised the threshold for children to become looked-after away
from home. This has resulted in a high proportion of children looked-after by local
authorities having a greater incidence of mental health needs than those in the general
population of the same age (Richardson & Joughin, 2000). Children come into care
for a diverse range of reasons. These may include experiences of parental deprivation,
whether from inadequate and/or abusive parenting or tragic circumstances, such as
loss or death. As Hughes (1999) highlights, however, the precipitating events leading
to reception into care are often only the end of a lengthy experience of neglect, trauma

and abuse.

Children who enter foster care therefore, are not a homogenous group and
there are many different types of foster homes. These are designed for children in a
range of circumstances and reflect the huge range of reasons whyv children enter local
authonty care. As Berridge (1997) summarises, some foster homes admut children at
very short notice. This 1s usually for a short period, providing emergency
accommodation or a period of respite for the child and their families. Others offer
long-term or permanent homes to children who are unable to return to their own
parents. ‘Bridging’ placements also exist for children in intermediate circumstances,

stch as those in preparation for adoption, or, for older children as a bridge to

thn



independence. ‘Specialist’ fostering deals with children who have particular
requirements, such as those with disabilities, sibling groups, or where behaviour is

especially difficult to manage. Foster care also offers ‘remand’ placements and may

i
be a venue for assessment of needs prior to a court appearance. Foster care then has a

variety of functions (Hill, 1999).

1.3 A Critique of Foster Care Research

Systematic research on fostering has developed since the 1960°s with attempts
to investigate the stability of foster family placements, by focusing on the ‘outcome’
of placements. One way of doing this 1s to look at the statistics on the rate of
breakdown 1n foster placements. Berridge & Cleaver (1987) define breakdown as “a
placement ending that was not included in the sacial work pla
itself or the timing of the termination” (p30). In looking at the rate of breakdown, one
gets a complex picture of figures. It is useful to break these down according to the
cifferent types of placement:

Short-term foster care 1s generally defined as placements intended to last up to
eight weeks (Bermidge & Cleaver, 1987) and 1s the most common 1nitial placement for
children entering local authority care. Short-term foster care has been found to be
broadly successful. For example, Millham, Bullock, Hosie & Haak (1986) found a
breakdown rate of only 8%. Berridge & Cleaver (1987) found similar results, with

breaking down. Researchers argue that success may be due to the

10% of placements
fact that short-term foster care has less complex aims than long-term foster care and

so the aims are more frequently met. In addition, it is more commonly used for young
children whose families are in ‘crisis’, and they are often returmed successfully to their
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homes after a short period of respite.

Long-term foster care is regarded as usually indefinite 1n its anticipated
duration, where both the child and carer would be expected to make a more

permanent commitment to one another. The most widely quoted figure for breakdouwn
in long-term placements comes from Parker (1966) and George (1970), at 50%.
Triseliotis (1989) suggests 30% as a typical breakdown rate for placements meant to
last twa years or more. Rerridge & Cleaver (1987) in a comparison of local

authorities. found a contrast of 40% breakdown within three years in one borough,
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compared with only 15% in another. However, this was largely attributed to
differences in the child populations within each borough. It appears from these studies

that_ although figures vary, l_,_ g-term placements are at a much hi gher nisk of

breakdown.

Intermediate/ Specialist’ foster care (the two terms appear to be used
interchangeably in the literature) tends to be defined as appropriate for children who
pose particular problems in terms of behaviour, health, or physical or mental
handicap, and tend to be planned as medium-term in duration. Berridge & Cleaver
(1987) suggest this is often between eighteen months and three vears. In their study,
1e-vear period. Thoburn, Murdoch &

ﬂ"lE‘V found a hreakdown rate of 21% within

O’Brien (1986) found a breakdown rate of only 5% over the first two years in an
agency for children with physical disabilities and/or severe learning ditficulties.

It is apparent from these studies that there 1s much vanation in the reported

rate of foster placement breakdowns in the research literature. This may, in part, be

due to the hefernoe eons nature of hoth the children enfermo foster care, and the

families who foster them, dynamics that are dafficult to control for in large-scale
outcome studies of this kind. For example, foster children all differ in the experiences
they bring with them to placement; equally, foster farmlies all differ in their make-up,
in the amount and type of fostering experience they have, and so on. These and many
other factors all interweave to produce either a ‘successful’ placement or one that
breaks down This makes it difficult to conclude that the statistics cited on the rate of

‘successful” and ‘unsuccessful’ placements are comparable across studies, and

problematic when generalised to the foster population.

Triseliotis (1980) studied perceptions of the fostering experience from the
viewpoint of both former foster children (now adults) and their carers. He pointed out
that whilst a ‘breakdown’ is easily identifiable, by the very fact that 1t ends, o
cannot assume that all other placements are therefore “successful’. His study
illustrated that many former foster children reported being unhappy in their foster
homes, including not feeling part of the family or not getting on very well with their

carers. Yet, these foster placements did not break down. Nor however did either party



feel they were a “success’. Equally in this respect, children may gain many benefits
from a placement that ends prematurely (Hill, 1999).

This laghlights a fundamental methodological problem in using breakdown
rates as a measure of ‘success’ or ‘failure’ of placements, and this research suggests a
hidden figure that is more difficult for researchers to tap into.

In recognising the difficulty of defining placements as “successful’ solely on
the basis of breakdown rates, much research subsequently has concentrated on

identifying factors that are, in some way, predictive of success or failure. In one of the

most comprehensive studies to date, Berndge & Cleaver (1987) conducted a large-
scale study of foster placements across the spectrum, including short-term, long-term
and intermediate foster care placements From this, thev defined three groups of
factors that were linked to fostering outcomes. These included child-related factors;
social network and care careers; and placement-related factors. The first two of these
groups will be reviewed briefly here and the third group of factors will be examined

e = e it

in more detail.

1.3.1 Child-related factors hinked to placement outcome

Berridge & Cleaver (1987) found that age was a factor related to placement

outcome, with foster care more problematic to provide for older, rather than younger
children. This was particularly so for adolescents. This finding has been consistently
replicated by other studies (e.g. Rowe, Hundleby & Gamett, 1989; Baxter, 1989).

Studies also confirm that success in all types of fostering is more likely when
the child is not verv disturbed (e.g. Baxter, 1989). As noted earlier however, many
children admitted to care have experienced abuse or neglect. Bernidge & Cleaver
(1987) found factors commonly related to such experiences played a major part in the
demuse of a placement. This included temper tantrums, extreme mood swings, sullen
withdrawal and aggressive ontbursts.

Berndge & Cleaver (1987) also found a link whereby fostering where the
child was able to remain in their local social network and not be uprooted from school

were less likely to end prematurely. Finallv, a more obvious finding 1s that placements



are more likely to succeed when children’s needs are met (Scottish Office, 1991).
Triseliotis, Borland, Hill & Lambert (1995) found that disregarding the wishes of

young people 1eopardised placements. They concluded that an important influence on

fostering outcome 1s the need for young people to feel cared for and respected.

There are therefore many factors in relation to the child being placed that are

consistently shown to have a bearing on the foster care placement. These include the

age of the child at placement, with vounger children seeming to sueceed better than
older children, the presence or absence of behavioural problems; changing school
seems to be a risk factor, along with failing to meet their needs. However, these alone
cannot account for whether a placement works out or not. This leads us onto the
second group of factors argued by Berridge & Cleaver (1987) to be associated with
fostering outcomes. These are centred on the child’s wider social network and care

‘career’:

1.3.2 Social network and care career factors linked to placement outcome

Berridge & Cleaver (1987) emphasised the benefit of looked-after children

maintaining contact with their hirth parents (except where there are good reasons why

this should not take place). The Scottish Office (1991) found that placements were

more likely to break down where visiting plans for parents were not fulfilled.

Another finding has been the function of sibhing group placements as a
protective factor against breakdown (Berridge & Cleaver, 1987; Thoburn & Rowe,
198R). Sibling groups taken into care are frequently separated from each other. Once
separated, they often have intermittent contact or lose contact with each other
(Mullender, 1999). Fratter, Rowe, Sapsford & Thoburn (1991) found that when
separation did oceur, maintaining contact emerged as a protective factor against
breakdown. There is a growing body of research highlighting the important function
sibling’s play for each other. Dunn (1983) in her pioneering research in this area,
comments that siblings may well have spent more time with one another in their earlv
years than with their caregiver(s). This may be particularly so for children living in
abusive or neglectful circumstances. Siblings placed together can therefore look to

one another for support and protection, and provides opportunities to talk about their

birth family (Rowe er al, 1984).



A third factor found to be of importance is ensuring pre-placement preparation
of both the child and foster family. In particular, this includes clanfying expectations

rmm' to placement so that both part now the position they are starting from and
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what they want to achieve. This also includes setting up an appropriate system to help
them deal with any difficulties that arise (Triseliotis, 1980). Sadly however,

Qontm ency [ nlans are seldom 1n nlace shomld nrnhlemq anse (Rermdoe & Cleaver

1987) and lack of support once the placement has commenced relates strongly to

placement breakdown (Wilson, Sinclair & Gibbs, 2000; Triseliotis, Borland & Hill,
1998).

In addition to taking account of factors related to the actual child being placed,
research therefore highlights that professionals must place this in the wider social
context hv address g asnes of contact with harth parents, other qnhh_poq and ensure

good pre-placement preparation and support. Alongside all of these factors, research

also finds a number of factors related to the placement itself, which have a role to play

a thf'y start ta look mor (:J_osel at the

in placement progress. These are inte

dynamics within the foster famly:

1.3.3 Placement-related factors linked to placement outcome

One of the most consistent findings over the last forty years, and tracing back
to Trasler’s (1960) influential study, has been that failure rates in foster placements
are noticeably higher when foster carer’s have a child or children of their own hving
in the household. This was confirmed by George (1970) and by Berridge & Cleaver

(1987).

Placements with foster families where carers” own children are present are a
common occurrence. Benidge & Cleaver (1987) found that in long-term placements
this occurred in one in every six households; similarly, in four-fitths of short-term and

110 V2D 23

64% of intermediate placements, foster carers™ own children were present.

It is useful to turn to the svstemic literature and to consider the impact on the
family of a new arrival. Satir (1967) talks about the concept of the family as *mobile’

and the idea that relationships, nower, alignments and splits shift and change when a

10



member leaves or a new one joins. The process of family formation is therefore
highly charged. The arrival of a new member in the family, in this case, of a child,

imposes a change in the family’s general pattern of interaction. To reach a

harmontous balance, adaptations in role and other forms of functioning are necessary
(Cann, 1980). A family therefore faces a risk to itself and its existing relationships

whenever it admits a new member. This is like v to be (-‘Qnemallv <o when the new

member does not arrive as a baby but as a child or young person who has likes,
dislikes and a will of his or her own. The dynamics are therefore very complex.

Within this, researchers have looked at the different ages of all the children in the

famly.

There is general agreement that the age-gap between children placed together
(either with foster carers’ own children or with other, unrelated foster children), is an

important factor in placement ontcome. The research 1s less clear, however, about

how thus 1s important. For example, Trasler (1960) found failure rates were hugher 1f
the carer’s own child was within three years of age of the foster child. Similarly.

Weﬂop & Mantle (1 991)

und breakdown was more likely in placements where

another child of a similar age was present. Berndge & Cleaver (1987) found that in

placements that broke down, the carers” own children were under the age of five.

Tuming to the developmental research literature, particularly on birth order
and age gaps among siblings, this also gives contrasting answers. For example, Dunn

(19284) 1n her research into siblings found that some parents attributed the friendlin
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of their chuldren to their closeness in age. The close matching of interest and

effectiveness as partners in play of children who are only two years apart 1s held to be

that their children got along well because

of real mmorhnm: Other narents helieve

LR S ~2 L

there was a large gap between them. The older child does not feel so displaced and
since he or she is more secure, perhaps both in relation to the attachment to the
caregiver and in relation to their established “position’ within the family, behaves in a
more friendly way towards the younger. Dunn concludes that both accounts are
plausible. and there 1s evidence to support both points of view (for a more detailed

discussion, see Dunn (1084)).

11



Kaplan (1988) conducted a study in the USA looking at the psychological
impact on carers’ own children and found that most of the children rejected their
parents’ explanations of children coming into care throngh a temporary difficulty,
believing that such children were unloved or had been ‘bad’. Kaplan found that this
led to high levels of separation anxiety, particularly in the younger children, who
feared they might themselves be abandoned if they were nanghty. This was supported

by Pugh (1996) and may contribute to the finding that foster carers who have young
children of their own are more highly represented in the breakdown statistics.

Pugh (1996) proposes this could be linked to the finding that the older children
of foster carers in her study perceived their relationship with the foster child

differently to the vounger ones. They were more likely to see themselves as
contributing to the caring process, rather than having expectations of the foster child
as a potential companion (often seen in the younger children and indeed, by the
15), expectations which were often disappointed.

There 1s consequently much to consider about the interaction between foster
children and the carers’ own children and the impact this might have on the
placement. Certainly, 1t would seem that, in a context in which foster carers” own

children are likely to be present, both the foster and the carer’s own children can find

the situation difficult to endure.

1.3.4 Summary of Critique

This broad review of the research literature highlights the complexity and

vastness of foster care research. It is evident that there 1s a huge range of factors to

take into consideration when planning to place a child in foster care. There are

specific child-related factors, there are wider social factors to consider and then there
are factors related specifically to the make up of the placement itself to think about.
Much of this research has centred on broad and general surveys, and reached

broad and general conclusions highlighting the complex range of factors that appear

related to placement outcome (Marshall, 1991). This has been vital in establishing an

cvidence base from which to build, and has taken account of the methodological

problems with researching this field. This has addressed the conclusions drawn by

12



Prosser (1978) 1n his review of foster care research, in which he emphasised the lack

of official statistics on foster care.

A point highlighted both in the Prosser (1978) review and in Berridge’s (1997)
review some twenty years later however, 1s of the lack of qualitative research

ertaken. (‘(\nseanenﬂv as vet, there 15 little detailed underqt'mdmo of nlacement

dynamics and interactions between participants. Information about these interactions

have been highlighted at in the current literature, for instance, the finding that foster
carers’ own children seem to play a kev role in the fostening process. A number of
studies acknowledge this, and many studies concentrating on foster carers highlight
the impact of fostering on their own family as a frequent reason why they cease to

foster (e. g Trisehotis ef al, 1998; Wilson, ef al, 2000).

We will now turn to a critical examination of the literature looking more

closely at foster carers’ own children.

1.4  Research involving foster carers’ own children

There 1s comparatively little written about foster carers’ own children. There 1s
evidence of early studies conducted predominantly m North America and Canada in
the early 1970s. There then appeared to be a sigmficant drop in interest in this area

until resurgence in the early 1990’s, particularly evident in the research literature in

the UK It ig interesti Ing to specu 1late on this renewed interest and 1s nerhanQ due to the
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change 1n legislation (e.g. Children’s Act, 1989) and an acknowledgement that all

children, not just those looked-after, deserve to have their needs 1dentified and met.

Indeed, other publications (e.g. Department of Health, 1991) have called for more

attention to be given to the needs of carers’ own children. As with much of the foster

care research reviewed, research focusing on carers own children 1s complex; studies

include foster ]_ acements of varvmo tvnes. with children of different ages, 1si

o VL TT?

range of different designs. These studies are reviewed below:

1.4.1 Early Studies

Early studies in this area began to provide some insight into placement

dyna mics. F]l_s 972\ explore d the effects on carers’ oun children of v nng as a

group foster family. The study had three phases involving firstly, interviews with ten
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group home foster parents; secondly, a tape recording of a meeting between group
home foster parents and social workers; and thirdly, a tape recording of a panel of five
teenage birth children. Her study highlighted the assumptions that parents often made
in relation to their own children, including ideas that own children would
automatically adjust, along with an expectation that they would happily share their
belongings with foster children. Some parents acknowledged that they had higher

expectations of their own children and thus were harder on them. In practice, they
found that their children could themselves become disturbed, particularly in relation

to feeling pushed out when pressures were great, and could be left to deal with
difficult emotions, for example, if endings were unpleasant. However, she also found
benefits that could be gained by the family. These included the strengthening of
family relationships and communication, increased sensitivity to each other’s needs,

and own children becoming better equipped to understand and meet others’ needs
(although it 1s not clear whether these views were expressed by the birth children or

their parents).
Wilkes (1974) expanded on these findings in a paper looking at the positive

and negative aspects of fostering on the family. He concurred with Ellis (1972) 1n his

argument of emotional demand on own children

to cape with the disruption to family
equilibrium when a foster child joins the family, but also recogmsed that fostering can
impact positively on the family. He suggested that it could produce more openness

and awareness in family members, with own children developing a greater

appreciation of their own famly.

1.4.2 Later Studies

Later studies have concentrated largely on obtaining views about fostering
directly from own children themselves. This has expanded on early studies and
produced an interesting picture of both positive and negative feelings towards the

experience of fostering.

A number of studies have used postal questionnaires to obtain these views.

Part (1993) conducted the first of these studies in the UK. With a 78% response rate

from children aged between 3-24 vears old, she found that the “best things™ ahout

fostering included companionship, looking atter babies and voung children, and the
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challenge of helping others. The ‘worst things’ about fostering included having to
deal with difficult behaviour, such as stealing, coping with the attention given to the
foster child by ents, lack of privacy and having to share. These findings have been

consistently backed up by other studies (e.g. Pugh, 1996; Ames, 1997, Fox, 2001,
Spears & Cross, 2003). In addition, Watson & Jones (2002) found a number of

?

stering_ such as helnmo thoce who

‘altrmstic’ responses to t the best things ahont ering, such wl
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need 1t and seeing foster children happy, as well as “practical’ reasons for enjoying

fostering, for instance, having someone to play with. Of the worst things about

f'nc’mnno ﬂwv also obtained

esponses on the emotional impact of placements,
particularly those associated with endings, and concern over the attitude of Social

Workers at times to them and their parents. Poland & Groze (1993) further found that
children reported e

ren 1joving increased freedom whilst their parents spent more time

with foster children, but at the expense that they no longer had as much time together

as a family.

Although yielding important findings, there are inherent methodological
difficulties with some of these studies. In Part’s (1993) study, this was part of a larger

arch involving foster carers. The children’s questionnaire was enclosed

on a loose sheet for children to complete if they wished. It 1s therefore interesting to

speculate whether some of the children, aware that their parents could read their

onscions of this in the answers they e

Indeed, in both Part (1993) and Watson & Jones™ (2002) studies, there were

eplies when they handed them back, were ¢

incidences of parents completing the questionnaires on their children’s behalf.

Other studies have used interviews and discussion groups to gain a closer
insight into the effects of fostering on carers own children. Twigg (1994) mterviewed

ren from the a ges sof 13 nanrdq whose families had heen focfeﬂ_po for at

eight child
least three years. Using a grounded theory analysis, he found that all children felt they
had lost something through the foster care experience. This included loss of parental

l—",

eling they had to compete with the toster child

time_ with ma ny of the childre

their parent’s attention; loss of familv closeness, with reports that the presence of a
foster child created distance between family members; and loss of place within the

tamly.
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Pugh (1996) interviewed nine children and four adult foster carers, all of
whom had experienced at least three time-limited placements. She noted the strains

that can be placed on own children: for ex mple, children talked about being exposed

w2l Qw0 8 mbnie AP RIS

to areas of life which most parents would want to protect their children from,
including violence, sexual abuse or drug abuse. Pugh suggested that there is a loss of

nnocence amo ngst this group of children. She also noted that the children dmnlaved a

w1122 1 8.\% L

striking concern for others and an awareness of complex emotional issues beyond
their years, and expressed concern that they are at risk of growing up prematurely and
of qnf’f‘ermo emotional harm

Pugh’s study 1s of particular interest because, for the first time, she highlighted
the contribution that these children make to the fostering experience. She concluded
that carers own children can perform a number of important functions within the
foster family. Firstly, they often act as a role model for acceptable behaviour. Many
parents interviewed said this was often more effective than them themselves trying to
explain house rules to newcomers. Secondly, they can act as a “bridge” between the

foster child and carers. Children commented that foster children would often go to
them first if they had done something wrong to ask them what they thought their

nld he. Thev may even become the first

Vi 1IC-W 1380t A8 B LR L S AR RLALL LISLELY

parents’ response w.
of previous abuse and there may be pressure on them to keep a secret (Macaskill,

1991). Thirdly, Pugh found many instances where the children acted in a supportive

way towards their parents, providing both emotional and practical support, such as

babysitting. These findings have been reinforced by Fox (2001), suggesting that these

children do see themselves as having a role in the fostering process. Hill (1999) goes

further an suggests that the Pwnenem‘e of a fostered child wall_ in fact, be greatly

affected by the response of the carers’ own children. It is probable that a positive
response from their own children will encourage foster carers to persist, whereas

U_nha_pnmer or resentment may, at the very least. evoke doubts about whether 1t 15
worthwhile. Carers’ own children then, have the potential to exert a powertul

influence over the progression of a placement.

In drawing conclustons from these studies it seems that certainly. own
children’s views on their experiences of fostering highlight that they experience a

range of positive and negative feelings towards fostering. Whilst positive aspects can
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include being able to help others less fortunate than them, negative aspects seem to
centre around the problems foster children can present in placement, and the
disruption fostering causes to farmly life. Further studies have highlighted the strains
placed upon them and have suggested some important roles that birth children can
play within the foster family.

In comparing the early with later studies, there has also been an assumption
that carers own children will simply adapt to the transition to living as a foster family.
Thas 1s also evident in more recent studies, with own children rarely being formally
involved in planning or preparation for the transition to foster family status. Pugh
(1996) found that parents are often left with the responsibility of educating their own
children about fostering, and this has been reinforced by the findings of Ames (1997)

and Fox (2001).

In addition, whilst foster carers receive formal support, this is rarely evident

for their own children. Fox (2001) found that parents or friends formed the major
irces of support for these children. Pugh (1996) outlined the potential benefits of

support groups: for example, providing own children with the opportunity to gamn

reassurance from others that face similar problems: the 1dea of shared solutions

vichng a safe outlet

ansing out of shared difficulties; groups as pre

frustrations, particularly if children feel they do not want to bother parents with their
worries; and finally, that groups can combine the functions of mutual support with

and social activities. Where formahsed s upport 1< available 1t appears to

educational 2

have been regarded by own children as very useful (Spears & Cross, 2003).

Overall then, carers’ own children appear to be largely undervalued, not taken
seriously or considered by others to be an important part of the dynamic, even in the

face of research that shows they plav a significant role in the fostering process (Fox,
2001). In reviewing the research literature, it is evident that there has now been much
repetition in the studies conducted, particularly with regard to the views of birth
children on fostering.
Certainly, a key theme to emerge from all research in this area 1s that it is the

family that fosters, not just foster carers. As Martin (1993) comments, with the
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children coming into foster care increasingly having experienced damaging and
disturbing circumstances, they cannot easily be integrated into family routines. Their
eeds require adaptation from everyone involved in their care. The implication is that

carers’ own children too must adapt and adults must take into account the demands

that caring makes on children.

It is useful to turn to the systemic literature and draw on research focusing on
family ‘transitions’ to examine the factors that help children adapt to a major family

transition.

1.5 ‘Transitions’ Literature

An area that has received extensive research interest 1s the area of marital
transitions, including separation and divorce. Whilst there 1s great diversity in
children’s responses to these events, research has generated some consistent findings.
Of importance, 1s the finding that although studies have largely focused o
documenting the effects on children by examining outcome on measures such as
emotional maladjustment and behaviour problems, studies have tended to demonstrate

that the effects of these transitions are often more subtle, and involve changes 1n

children’s relationships with mothers, fathers, siblings and other family members
(Amato, 1987).

A number of researchers have pointed to a range of ‘protective’ and ‘nsk’

factors that seem to have an impact on children’s adjustment. As Herbert & Harper-

Dorton (2002) sv immarise. the three most Q1cm1f' cant ‘nrotective’ factors related to a

uficant “pre
benign outcome for children include: (a) communication about the transition
(Walczak & Burns, 1984); (b) a continued good relationship with at least one parent
(Wallerstein & Kelly, 1980); and (c) satisfaction with custody and acces
arrangements. Alternatively, ‘risk’ factors include lack of communication about the
transition, not getting on well with at least one parent following the separation, and

dissatistaction with custody and access arrangements (whatever these are).

The central role of the parent-child relationship in mediating the effects of

major family transitions is therefore very important (Hetherington, Bridges &
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adjustment following separation and divorce include the maintenance of consistent
discipline, warm and supportive parenting (Hetherington, Cox & Cox, 1979), and
maintenance of the inter-parental relationship.

Age has been found to play a role in children’s adjustment following the
transition, with very young children often responding with fear and anxiety that their
parents might abandon them, and older children ofien experiencing sadness and

blaming of themselves for the separation (Wallerstein & Kelly, 1980).

In addition, the passage of time seems to be an important factor in facilitating

adjustment post-transition. Research has found that immediate reactions to parental

QPﬂRT’HﬁOﬂ nquallv cseen 1n acute form. subside over time. Wallerstein & Kellv (19R0)

e aiay -—— AN

found that by one and a half years post-separation, most children had passed through
the acute stage of the crisis; a majority had resumed their earlier developmental pace,
resumed their nsnal schedunles at school, deve]nned new rontines at home and had a

more realistic, less fear-dominated view of divorce and it’s consequences.

Pryor & Rodgers (2001) conclude that what 1s often remarkable about the
children who are faced with such transitions is the degree of adaptability and
resihience th show. As h1gh11crh19d above, thf-v are able, Pqnemaﬂy with the he l_p
contextual factors, such as good commumnication and close relationships with their
parents, to survive and even thrive in re-arranged family forms, and to adapt their

underqtqndmo of families to these Palig_n_men_ts_

1.6 Focus of the Present Study

It is hard to compare directly the experiences of children in families going

throngh marital transitions with those adapting to living as a foster family. What the
literature demonstrates however is that the whole family system is affected by
transitions, whether these are marital in nature or involve bringing new family
members into the home. Furthermore, the factors that help children ndnmt to hmll\
transitions (shown here in the literature on marital transitions) are negotiated through
relationships within the family. Thus, the dynamics within families are crucially

important in mediating the effects of major family transitions.



In focusing on the foster family, the literature highlights a broad range of
factors that are related to placement outcome, along with increased knowledge of the
expeﬁences of birth children However, 1t lacks a detailed understanding of familv

dynamics and the interactions between participants in the foster family.

In drawing together messages from these two fields of research, the focus of
this study was therefore to examine how the birth children of foster carers managed
the transition to living as a foster familv. Thus, the studv focused on the major farmly
transition to foster family status and attempted to gain insight into how this was
negotiated through family dynamics. In order to explore the processes within this, the
study explored participant views on family life before fostering, perceived

involvement in planning and preparation, views on living as a foster family, in

particular, what it was like in the beginning, and family life presently (as a foster

Given that this was a relatively unchartered area in foster family research, this
was an exploratory study employing a qualitative research methodology, in particular,
that of Grounded Theory (Glaser & Strauss, 1967). A detailed rationale for employing

this methodology 1s given in Chapter Two (see Section 2.2.3), within the context of a

critical discussion of the use of qualitative research methods.
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2.0 CHAPTER TWO:
METHODOLOGY

The aim of this chapter is to provide a brief overview of the emergence of
qualitative research and the key concepts underpinning this paradigm. The chapter
then focuses in more detail on one particular qualitative research methodology, that of
Grounded Theory. This method of analysis 1s critically explored in terms of historical
development and key characteristics defining the approach. Its applicabilit_v to
psychological research is disenssed and a detailed rationale for its adoption in the
current study given. The chapter then goes on to discuss the current study, outlining

participant characteristics and the role of the researcher, the process of data collection

and procedures for data analysis. The cha

apter ends with a look at the nuahf\ measures

employed in this study.

2.1 What is Qualitative Research?
2.1.1 Setting the Scene — The Paradigm Debate

The human sciences, 1n recent vears, have witnessed a growing debate
surrounding the nature of scientific enquiry. This has centred on the traditionally

dominant ‘quantitative’ paradigm and the emergence of a “qualitative’ paradigm. The

debate su ing the two paradigms centres on differences of underlying
epistemology, or theories of knowledge, which, in turn, have shaped the methodology
of research. This debate 1s outlined briefly below.

Historically, the field of psychology in particular has attached considerable
importance to a model of research known as the “scientific method’, encompassed in
the quantitative research paradigm (Henwood & Nicolson, 1995). The epistemology
underpinning this paradigm is based on positivist assumptions of a reality consisting

of a world of objectivelv defined facts (Henwood & Pidgeon, 1992). The aim of

of cause and effect that govern phenomena. The hypothetico-deducti\'c method 1s the
principal means by which causal relationships are established. This privileges the
testing of @ priori theory through the ¢ collection and analvsis of numencal data, 1in
settings under which phenomena arc controlled as far as possible (Fhick, 1998). In
these settings. the researcher is seen to be objective and does not impact on the

21



research. This process aims to reduce complexity and provide objective and reliable

‘facts’ that can be generalised.

This contrasts with an alternative qualitative paradigm, also known as the
‘naturalistic’, “interpretative’ or ‘contextualist’ paradigm. Epistemologically, this
paradigm challenges the positivist notion of a unitary science capable of producing an
objective body of knowledge, and instead emphasises the irreducible and contextual
nature of knowledge. It therefore moves away from the assumption of universal laws

waiting to be ‘discovered’ and specifica ally focuses on understanding the meaning of
experiences, actions and events as these are interpreted through the eyes of
participants (Richardson, 1996). The focus is therefore on understanding the

otion of ‘generalisation’. This has far-
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individual perspective, moving away from the n

reaching implications for the way in which research is conducted.

Qualitative researchers focus on analysing non-numeric data sources, such as
interview transcripts or observational field notes. Complexity is essential, with rich

1s necessary to understanding experiences from an individual’s point of
view (Denzin & Lincoln, 1994). In order to understand the experiences of people as
they encounter, engage in and live through social situations (Elliot, Fischer & Rennie,
1999), research must take place in the contexts where these experiences ‘naturally
occur. Another key difference surrounds the role of the researcher, who is seen as
central within the qualitative paradigm. In a move away from the 1dea of an

ective’ researcher, the subjectivities of the researcher, that is their impressions and
feelings, are seen as integral part of the research process and as such form part of the

data corpus (Flick, 1998). The overall aim of qualitative research tumns on its head the

idea of a priori theories directing the research process and is charactenised by an

emphasis on moving from the data towards theoretical concepts (Henwood &
Pidgeon, 1992).

Up until the mid-twentieth century, the quantitative paradigm largely
dominated scientific research. Some qualitative research was conducted, but 1t was
often nsed as a preliminarv exercise to refine quantitative instruments or open up

areas where there was little existing theory, thus used as a pointer for turther

quantitative enquiry (Richardson. 1996). During the 1960°s however, imtially



witnessed in disciplines such as sociology (Denzin & Lincoln, 1994) and later in
psychology, researchers began to question the uncritical use of quantification in social

science research (Richardson, 1996). Whilst it was acknowl 1ad a role to

(Rict dged t

10wle that 1t I
play in contributing to the understanding of social and psychological processes, some
argued there was too much focus on fixing meanings that actually were variable in
relationship to their context of use; of n neglecting the uniqueness and particularity of
the human experience; and of imposing “objective’ systems of meaning on the
subjective (Henwood & Pidgeon, 1992). It was argued that to limit the use of
qualitative methods to a preliminary exercise for furthering quantitative research was
overlooking the potential of qualitative methods (Charmaz, 1995). Rennie, Phillips &
Quartaro (1988) emphasise that qualitative methods offer access to aspects of human
experience which are difficult to address with traditional anoroaches to psychological

research, yet are inherent in the subject matter of psychology.

From the 1960’s onwards, qualitative research gradually began to emerge as a
field of enquiry in it’s own right (Denzin & Lincoln, 1994), with this paradigm often
regarded as in diametric nnsﬂlwn to the mymtﬁatwe nararhom (Henwood &

Pidgeon, 1992).

2.1.2 The Paradigm Debate Today
Recently, many within psychology have argued that it 1s unhelpful to see the

two namdwmq as nolar (mnnsﬂeq as ﬂ'mv ulhmqfelv work towards the same ooa] of

furthering understanding of psychological processes (Silverman, 1992). The
polarisation between the two positions has therefore become gradually less definitive
(MecLeod, 2001). An important indicator of this change has been a wider recognition
that quantitative and qualitative methods are not fixed to particular epistemological
stances. Henwood & Pidgeon (1992) for example note that some quantitative methods

(e.g. structured questionnaires and Q-sort methadology) have been used by discourse
analysts. In addition as Charmaz (1995) states, some qualitative methodologies such
as Grounded Theory (e.g. Glaser & Strauss, 1967) were originally developed within a

positivist paradigm. Some studies have gone even further and utilised both approaches

in analysing data to maximise understanding (e.g. Silverman, 1992).



It is important to note at this point that qualitative research is not based on a
unified theoretical and methodological concept (Flick, 1998). This results from

different developmental lines in the hist

Lincoln, 1994). Guba & Lincoln (1994) suggest that one’s choice of method in
qualitative research is largely informed by the position one takes within the

Y of(n_ alitative research (e g. see Denzin &

Pm_qtemo]oo al debate. This __.pl red further in the next section which focuses on

one particular method of analysis within the qualitative paradigm, that of Grounded
Theory (Glaser & Strauss, 1967).

2.2  Grounded Theory Methodology
2.2.1 History

Grounded Theorv was developed in the 1960°s throngh the collaboration of

two American sociologists, Barney Glaser and Anselm Strauss. Although they came
from different philosophic and research backgrounds (Glaser was a trained

qu_a_ntita_tiv_. researcher, whilst Strauss had a harlcormmd in svmbolic 1interact
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nism),
both shared concerns with a perceived threat to theory development in sociology at
this time, due to the popularity of quantitative methods espousing a deductive
approach that forced data into existing theories (Rennie ef o/, 198R).

Drawing together their areas of expertise and an interest in searching for the

meaning and understanding of individual experiences, they produced a set of data

collection and analytic procedures for making sense of initially ill-structured data

The essential features of this approach are that it is grounded and theoretical.

The term ‘theoretical” means that a theory of the phenomenon in question 1s

devela Pd and that this must be more than a des mnhve accoumnt. ‘Grounded’ l_y
contrast indicates that a theory must be developed from the data, and not from
predetermined hypotheses or formulations (Chamberlain, 1999). This emphasises an

inductive mode of en ry ensunr fhf‘ thf.‘m'\’ emerges s from and 15 "g.T ounded’ in the

data collected (Strauss & Corbin, 1990).

In developing this approach, Glaser & Strauss (1967) began the process of

legitimising qualitative research as a mode of enquiry within its own right. Thev also
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challenged the belief that qualitative methods were impressionistic and unsystematic,

and showed that qualitative methods could generate new theories and ways of

undprq’mndmg ph mena (Charmaz, 1995).

2.2.2 Grounded Theory and Psychological Research

With a focus on studying local interactions and meanings as related to the

social contexts in which 'rhev ocenr, Groumded Theorv 18 regar arded bv many to have

considerable potential for psychologists (Pidgeon, 1996). Indeed, recent years has
witnessed a growth in the application of Grounded Theory methodology by

archers in many fields of the disc 1_pl e This is nqrhmﬂquv evident

i the practitioner disciplines, such as health psychology. Here it has been used to
investigate topics such as how general practitioners discuss psychosocial issues with

natlents (Aborelius & anprhuro 1995); the PYﬂPﬂPﬂ ce of chromie 11l

1990); and the experience of recovery after liver transplantation (Wainwright, 1995).

It has also been applied to investigate areas within clinical psychology, such as
the study of carer-client relationships in a learning disabilities unit (Clegg, Standen &

lient’s exnenences of
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Tones, 1996); to psychotherapy process research, incl

nding
sigmticant moments in psychotherapy sessions (Watson & Rennie, 1994); and clinical
psychologists’ experiences of client non-attendance (Tweed & Salter, 2000).
Grounded Theory as an approach then, holds promise for diverse application within

the discipline of psychology (Rennie et al, 1988).

2.2.3 Rationale for using a Grounded Theory Approach

There were three key reasons for employing a Grounded Theory approach in
this study. Firstly, the approach is sensitised to people’s own under:

from their local frames of reference (Henwood & Pidgeon, 1995). This was crucial in
gaining an understanding of the birth child’s day-to—day experiences of living as a
toster family. Secondly, it 1s useful where there is no strong prior theory (Pidgeon,
1996). As outlined in the Introduction, there 1s limited research lhiterature on the lived
experiences of birth children in foster families. Finally, the approach was also selected

for pragmatic reasons. It offered a well-documented systematic approach to data

n

collection and analysis, and this was useful as the researcher was new to qualitative

research.



2.2.4 Process in Grounded Theory Research

There are a number of process strategies that characterize the Grounded

2

Theorv approach. These are desi igned to h elp the researcher maintain ormmdedpe

and enable them to move towards a theoretical account (Strauss & Corbin, 1990;

Charmaz, 1995). These are outlined briefly here. Later in the chapter. the reader can

see how these strategies were emploved in the current studv.

In Grounded Theory research, the chronological distinction between data
collection and data analysis is deliberately blurred (Giles, 2002) and analysis begins
h process. This i
d to direct further data collection. The two are therefore

much earlier in the researc

s crieal as the ongoing analysis and

Jamb »

emerging concepts are use

deliberately inter-related.

Once data collection begins the analysis therefore also commences and
involves ‘coding’ the data to give it meaning. Whilst the different stages in coding
will be outlined in detail later, this essentially involves moving from initial concepts
through broader categories to more abstract categories, which are integrated into a

theoretical account at a later stage. Throughout this process, the researcher engages in

natically comparing each element of data for stmilanities and
differences. This 1s known as the constant comparative method and 1s one of the
central analytical tasks in Grounded Theory. This ensures that the researcher explores

the full dlversfrv and r‘nmnlew_l'ry of the data corpus (Henwood & P1doenn 1992). Rv
engaging in this continual process, the researcher builds conceptual and theoretical
depth into the analysis in the move towards the generation of a theoretical account
(Pidgeon, 1996).

As an important adjunct to this analytic process, the function of memo writing
aids the development of a grounded theory (Orona, 1997). Memo’s are used to
document the journey of developing initial concepts throngh to explicating and

linking different categories, and so form an important intermediate step between
coding and writing up (Charmaz, 1995).

As theoretical properties of the data are generated. this process in turn feeds

back into the sampling of new data. Theoretical sampling involves the researcher in
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the active sampling of new cases on the basis of concepts that have proven relevant to
the evolving theoretical account (Strauss & Corbin, 1990). The sampling is therefore

xnl_ ] driven hv thearetical concerns, with new cases selected for their mfenual
for extending the researcher’s understanding, and so enables the elaboration of a
conceptually rich, dense and contextually grounded account (Pidgeon, 1996). One

way of domo this is to search for a negative case. This involves recnuting a

g
s

participant because some aspect of their experience challenges the developing theory,

1n an attempt to incorporate all variation into the eventual theory (Madill, Jordan &

Shirley, 2000). Theoretical sampling is a powerful technique for developing
understanding, and strengthening credibility of conclusions drawn from the research.
Sampling should continue until theoretical saturation is reached (Richardson, 1996).
Saturation of the theorv ocenrs when further data collection adds nothing new

conceptually and the theory can account for all the data that have been obtained
(Chamberlain, 1999).

Another key tenet of Grounded Theory is that the researcher avoids

conducting a literature review prior to commencing data collection and analysis

(Cutchffe, 2000). This is intended to ensure that the analvsis is based strongly in the
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data and pre-existing constructs do not shape the analysis and subsequent theory
(Chamberlain, 1999).

In addition to this, the subjectivities of the researcher form an integral part of
the research process. Strauss & Corbin (1990) suggest that the researcher approaches

the research situation with varving degrees of sensitivity, depending upon previous

experiences or knowledge of the topic area. They used the term theoretical sensitivity

to refer to the ability of the researcher to have insight into these intfluences and

balance these with being able to recognise what i1s important in the data and to give 1t
meaning. It is therefore important that the researcher is transparent about what they

bring to the research, outlining clearly their personal and professional influences

(Elliot ef af, 1999) in order that Grounded Theorv research can be carmed out

effectively (see Section 2.4.2).

Before going on to illustrate how this approach was emploved in the current

study. it is useful to look at some of the criticisms levelled at Grounded Theory.
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2.2.5 Cntique of Grounded Theory

There are a number of debates surroundmg the use of Grounded Theory and

rs (e.g. Charmaz, 1995;

the approa ach has heen

xtensively critiqued by some anth

Henwood & Pidgeon, 1992). Debates have centred on issues of epistemology and
methodology.

An area of much debate has surrounded the epistemology or forms of

knowledge which grounded theories represent (Charmaz, 1995). Indeed, tensions

he ature of assumntions n_prjm‘l ng Grounded Thmrv has led to the

development of different versions of Grounded Theory (Annells, 1996).

The early Grounded Theory developed by Glaser & Strauss (1967) was
positivist in emphasis and premised on a realist stance which assumed the notion of an

external reality from which ‘facts’ could be *discovered’ using the appropnate method

(Charmaz, 1995). This was reflected n their claims for the ‘emergence’ of meaningful

concepts and the “discovery” of theory. It also assumed an objectivist epistemology,

hmrhve view (Chamberlain, 1999)_ Glaser &

with a detached observe

Strauss (1967) regarded the researcher as a neutral agent engaged in the discovery of
external truths. Although in later writings of Grounded Theory. notably Strauss &

Corhin’s (1990) model thev ah‘emn‘red to take account of these criticisms,

m

ome

researchers argued for a constructionist revision of Grounded Theory (¢.g. Charmaz,

1995; Henwood & Pidgeon, 1995).

Constructionist revisions of Grounded Theory attempt to capture more clearly
the dynamic character of the research process and role of the researcher.
Constructionist views of knowledge assert that meaningful relationships “in” data do

not exist independently, but are introduced in the act of interpretation. For example,

Charmaz (1995) argues that researchers have a perspective from which they build

their analvses. This ‘researcher perspective” includes interests that guide the research

question, philosophical assumptions, professional perspective, previous experiences,

expectations and biases (Pidgeon & Henwood, 1997).

The aim of Grounded Theorv within a constructionist view of knowledge

becomes one of ‘generating’ theories or forms of discourse from social phenomena
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rather than ‘discovering’ theoretical structures, so that fresh understandings of

existing social worlds may be obtained (Henwood & Pidgeon, 1992; Charmaz, 1995).
Henwood & Pido geon (1992) define the generation o of theorv as heing a constant

interplay between data and conceptualisation; a ‘flip-flop” between ideas and research

experience.

There are also methodological criticisms of Grounded Theory. A continuing

debate amongst grounded theory researchers surrounds the claim that grounded theory

1s a purely inductive methodology. This has largely grown out of differences between

the original authors’ later interpretations of the methodology (McLeod, 2001). Glaser
(e.g. Glaser, 1992) has continued to portray induction as the central feature of

ornundf-d theorv research, whilst Straunss eg. Stranss & Corbin, 1990) made attempts
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to formalise the process of “doing’ grounded theory research by developing a specific
set of analytical procedures to guide the researcher. Glaser (1992) has argued that this

forces the data and is thus more ‘deductive’. Stern (1994) suggests that these

‘versions’ of grounded theory should, in fact be given different names, with

‘grounded theory” for the Glaserian school and ‘conceptual description’ for the

Whilst this debate is ongoing, some authors regard 1t as a false dichotomy.
Chamberlain (1999) for example, argues this is an oversimplification of the processes
involved. She suggests there are elements of deductive testing in the proce of the
constant comparative method and theoretical sampling. It 1s inductive in so far as the
researcher develops initial understandings and categories from the data. As the
analysis proceeds however, the researcher seeks to develop these understandings in
terms of what is going on and how they link together. These 1deas are then tested
deductively through further data collection and analysis to aid theory development.
Pidgeon & Henwood (1997) sugges t that in practice, the tasks of delineating a

research study and interpreting any form of research data requires some interplay of

both deduction and induction.

There are also concerns that certain schools of Grounded Theory are too

prescriptive. As noted above. Strauss & Corbin (1990) developed a clear set of

proredurpe for researchers to follow. Silverman (1993) argues that adherence to a
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strict set of procedures limits theoretical development, and promotes the idea of a

“correct’ way of doing Grounded Theory research.

Another concern surrounds the aim of grounded theory of building
comprehensive theoretical systems (e.g. Glaser & Strauss, 1967, Strauss & Corbin,
1990). Cniticisms have often been levelled at studies that do not end in the

development of theory, yet others argue it is not always necessary. For example,

Charmaz (1995) and Henwood and Pidgeon (1995) argue that the building of a
comprehensive theory may not always be possible, for example due to time or

participant constraints, but suggest that new ways of understanding phenomena can

still be gained from accounts that have conceptual depth (e.g. see Henwood &

der that the account 1« more than 1_ st a

Pidoeon. 1995 for further discussi
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on). In
description and gains conceptual depth, they emphasise the importance of following
the process strategies to ensure the researcher thinks comparatively and abstractly
about the data.

Linked to this is a concern that the final theoretical or conceptual account may

simply be a representation of the researcher’s assumptions (Schwandt, 1994). The

s on aspects of the data

esearcher for anmnle m1ohf n_nwﬁhng]_, pl_a e mare em_phasi

that are in line with their own assumptions about the topic area. Again however, by

employing the process strategies of constant comparison and memo writing, this
nsures the grounding of the analysis. Henwood & Pidgeon (1992) also advocate the

keeping of a ‘reflective diary’ in order to make explicit the thought processes behind

decisions made during the analysis.

Rennie et al (1988) outline a number of practical concerns at Grounded
Theory research. They see the reliance on verbal reports of data as potentially
threatening the intrinsic worth of the resulting theoretical account. They suggest that
researchers may be misled by participants who misrepresent internal processes (either
consciously or unconsciously). Use of the Constant Comparative method mav

however increase credihilitv of individual accounts if 1t i1s demonstrated that ditferent

individuals say the same thing.



Rennie e al (1988) also cite the small number of participants as problematic
and argue this calls into question the generalisability of findings. Indeed, the findings

art_lm_ nt at the time thev

i)

could be argued to have relevance only to the individual
gave their account. Strauss & Corbin’s (1990) counter-argument to this however, 1s
that the researcher is striving for theory that has explanatory power, not theory that
can necessarily be generalised. One way of addressing this dilemma could be to
systematically compare a series of contrasting groups, selecting participants from
each group until saturation ensues. It may be that limited generalisability of findings
18 the nrice to v for pursuing the o ective of generating detailed theorv that 1s
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directly tied to the reality of the individual (Rennie ef al, 1988).

Grounded Theory then 1s not based on a unified epistemological or
methodological concept. It can accommodate many different epistemological and
ontological positions, and is not a static method but an evolving one, which can be
adapted to serve different purposes according to the perspective of the researcher and
the topic under investigation (Chamberlain, 1999). Researchers must therefore be
transparent in their epistemological and methodological approach to using Grounded
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Theory (see Section 2.4.2 for further discussion).

2.3 Use of the Interview with Children

Interviewing incorporates a famuly of research approaches with one thing 1n
common; a conversation between people in which one person has the role of the
researcher (Arksey & Kmght, 1999). As noted earlier, use of the interview is common

in qualitative research as it enables the researcher to concentrate on distinctive

s and events with the intention of exploring mean:

features of situation
reason, qualitative interviews are generally less structured. In the current study, for
example, a semi-structured interview was devised in order to hear what participants
had to say on the areas identified by the researcher, but where the researcher could
improvise follow-up questions to explore meanings and areas of interest that might
emerge. Type of interviewing approach can thus be influenced by epistemological

access to ‘facts’ about the world and so would tend to follow verv structured

interview protocols (Silverman, 1997).
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The interview can also be a useful way of obtaining information from children
on a wide range of topics. Docherty & Sandelowski (1999) provide a useful review of

competence in

2131C15L 13RI ALV -_.r--..-_- a2

the factors involved in understar ding the developm

children and of appreciating the overall developmental age of children. This includes

an understanding of the development of memories and scripts. In a comparison of the

nuahtv of interview data hetween nnmm'v achool children am:d between ] and 9 and

D)

adolescents aged 15-16, Amato & Ochiltree (1987) found that children from the age
of eight have adequate verbal ability and understanding to cope with an interview

about family life, and are usually very willing to discuss upsetting family experiences.
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Building on this developmental understanding of children, researchers have

sought ways to conduct interviews that best enable children to convey their

sent 18 imnortant.

experiences. Prior to the actual interview, the process of gaining ¢ mn
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Nespor (1998) stresses that researchers must take the time to clanfy for the child the
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purpose of the interview and the role the child 1s expected to play in the interview. In
addition, if the parent(s) is

equired to give consent for their child to participate,
consent must be sought on the understanding that what the child says 1s confidential

and will not be passed on to parents (see section 2.5.1 below).

The development of rapport in an interview is crucial (Hall, 1996). Fostering
trust is a continuous process, but this can be difficult given that many research
mnterviews are ‘one-offs’. What happens in the opening stage 1s then especially crucial
to the success of what follows (Docherty & Sandelowski, 1999). Hall (1996) suggests
beg_inning the interview by leading the child into a free discussion about him or

erself In the current study, the interview began by obtaining some demographic

information from participants, followed by some “warm-up” exercises designed to

help put the child at ease whilst also providing useful mmformation (see section 2.5.4

5

for more discussion). Docherty & Sandelowski (1999) suggest that it is nseful t
begin with an open-ended question to elicit a spontaneous narrative, followed by more

direct questions to fill in the blanks in the narrative.

Whilst this is a brief review of some of the factors involved in interviewing

children, the next section provides more detailed information on the participants



involved in the study. The experience of conducting interviews with children is then
explored further in Chapter Four.

24 Participants
2.4.1 Situating the Sample

Elhot, Fischer & Rennie (1999) argue that providing descriptions of
participants is important in qualitative research because it aids the reader in judging
the range of persons and situations to which the findings might be relevant.

this studv are depicted in Figure One below:

Interview Name of Age of Type of
No. Participant Participant Foster Placement
1 ‘Richard’ 15 Short-term, specialist
2 ‘Danicl’ 12 Long-tcrm
3 ‘Luke’ 14 Long-term
4 ‘Joseph’ 11 Short-term
5 ‘Amy’ 9 Long-term

Fig.1. Description of Participants

Five children took part in this study, and this comprised of 4 males and 1
female. Participants and their families had been fostering for a total of between 6

months to 14 years. In this time, the birth children had had between 3 and 20 foster
children residing with them. At the time of the research, the foster children had
between 1 to 2 foster children residing with them and their families, and the foster

children had been in placement with them for between 2 weeks and 2 vears.
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2.42 The Researcher’s Stance

At the time of planning this research, the researcher was a psychologist in her
final year of a clinical psychology training course. The researcher had a total of s1
years of clinical experience, with two of these years spent working with children and
families. The researcher had no previous experience of conducting qualitative

or of nsir ga oronnded ’thm'v methndnlo

research o
In preparation for the study, the researcher conducted a literature search of the

topic area in order to develop an initial research proposal. Although one of the key

proponents of the Grounded 'T'hem'v mmrnanh 18 dpl__ of the literature review (as

outlined on page 27), in practice, it can be hard for a researcher to select a research
area without having some understanding of the field. Indeed, the process of research

in the comnletion of a Dactorate 1

A ¥ n

n Climical P._ycho]_nov determines that a hiterature
review must be done many months prior to data collection, as was the case in this

research. Where this is a reality, Chamberlain (1999) points out that the researcher

must be alert to this l(nowlpdoe and any 1ideas or mtuitions must he checked 'acmmq’r

the data and not be allowed to impose on the developing theoretical account. The

literature therefore ‘sensitised’ (Strauss & Corbin, 1990) the researcher to the

nhenomenon nunder fudv and nrovided a knowledoe hase in foster famﬂ research to
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The researcher also had clinical experience of working with families who
fostered children, although this had taken the form primanly of working with either
the fostered child or the parents. Throngh these expeniences, the researcher had
developed a particular interest in thinking about the various forms of family hife that
children often live in, such as step-families, adoptive and foster famulies, and had a
particular interest in understanding how children expernienced these forms of farmly

life. In addition, the researcher held strong beliefs that children should be given a

voice and that their experiences should be heard.

Linking into this, the researcher reflected on personal experiences of family
life. Whilst having no previous experience of living n a foster famuly, the researcher
was interested in children’s experiences of tamilv life. Reflecting, for example on her

own experiences of sibling rivalry. the researcher was curious as to how this mght be
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affected by the placement of another child in the family, with ideas that it would not
be positively experienced. The researcher’s assumptions of the topic area were

1al exnenence.
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therefore influen v the resea

In recognition of these influences, the researcher kept a ‘reflective diary’
(Henwood & Pidgeon, 1992) in which expectations were recorded prior to the
commencement of the interviews with participants. This diary was maintained
throughout the research process to record the researcher’s ideas, observations and
interpretations. Although as Rennie et al (1988) state, it is not possible to be aware of

all 1

mal processes pPﬂaln_no toa tnm , this created a paper trai 1l mqkma mz_nl
the process by which the analysis was developed and enabled the researcher to

become more aware of her role within the research process.

As outlined earlier, Grounded Theory is not based on a unified
epistemological stance. In light of these different developmental lines, the

the present study was more

rpjste.m oloo ca_l pns t1 dnntpd hv the researcher in
closely aligned to a critical realist, than constructiomist position. Essentially, critical

realism asserts “the way we perceive facts, particularly in the social realm, depends

D. 231, cited m Madill,

partly upon our beliefs and expectations™ (Bunge, 1993
Jordan & Shirley, 2000). The researcher therefore essentially accepted that the
accounts obtained from participants would represent their own realities and
experiences. As outlined in the above quote however, the position of critical realism
whilst based on positivistic assumptions. also admits an inherent subjectivity in the
production of knowledge and as such also has much in common with constructionist
nositions. Related to the current study then, this indicated an acceptance of the
phenomenon of the ‘family’, but that each individual child would perceive this
differently. In addition, the researcher also acknowledged that her involvement in the

esearch would imnact on the accounts given by participants (Madill e7 al, 2000).

In practice, the researcher primarily followed Strauss & Corbin’s (1990)

version of Grounded Theorv. Although criticisms of this version as being too

‘prescriptive’ (Silverman, 1992) were acknowledged, it was also felt to provide a
Ir-

useful basic structure for the researcher given it was a first-time venture into doing

qualitative research. However, the researcher did also incorporate aspects of other

(8]
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verstons of Grounded Theory, for example Pidgeon & Henwood’s (1997) notion of
memo writing. This was found to be useful in maintaining a focus on the role of the

researcher, and as a useful aid in taking the analytical process forward.

This chapter will now go on to describe the procedure undertaken in the
current study. The process of data collection will first be outlined, followed by the

"_ﬁ_VQIQ
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2.5 Procedure — Data Collection

2.5.1 Recruitment of Participants

Through a professional link with the local NHS Child and Adolescent Mental
Health Service (CAMHS), the researcher was introduced to an Independent Fostering
Agency 1n the local area. The agency, Foster Care Associates (FCA) is the largest UK
independent fostering agency, and specialises in providing family placements for
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“dafficult to place’ children. A contact name was provided by the CAMH service and

the researcher began by sending a letter and Information Sheet outlining the research

proposal (see Appendix 6.1 for initial letter to Agency and Appendix 6.2 for

Information Sheet for the Fostering Agency).

Following a reply from the Agency (see Appendix 6.3), the researcher met
with the team to discuss the project in more detail. Interestingly, the researcher

learned that the Aoenr'v had a nnl_lc of mclha d_.  the children nf'mfephal foster
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carers in preparing the family for fostering and also ran a support group twice yearly

for own children.

The researcher was then invited to attend a Foster Carers Support Group,
which took place monthly at the Agency. The rationale for informing parents about
the project in the first instance was because parental consent to take part in the project

was needed for children under the age of 16. At this meeting, the researcher provided

Information Sheets about the project for parents (see Appendix 6.4) and also one for

n (see Annendl\ 65w hich parents were enumrqoed to take aw ay and talk

childr
over with their children. A stamped-addressed envelope was also included for

children to return the torms to the researcher if thev were interested in taking part.
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It was agreed with the Agency that the researcher would then attend a Birth
Children’s Support Group, to discuss the project in more detail with the children and
to check out whether they had received an Information Sheet ahout the praject. This

was unfortunately cancelled and so did not occur.

Once a reply was received from a child, the researcher contacted the tamly
and arranged a visit to their home to discuss the project in more detail. This gave both
the child and their parents the opportumity to ask any questions about the project. It
also felt important that the child had an opportunity to meet the researcher prior to the
interview, so that they knew who was going to be interviewing them. At this
terview, the issue of confidentiality was highlighted, and the limits to this discussed
(as outlined in the Information Sheets to both parents and children, Appendices 6.4
and 6.5). Participants were informed that all names and other 1dentifying information
would be changed to ensure anonymity. In planning for every eventuality, a back-up
plan was also discussed with the family, whereby if the participant was in any way
distressed following the interview, the Family Social Worker would be available for

the child to talk with.

A decision was then made about whether the child wished to participate in the

project and a consent form was signed by the child, a parent (if they were under the
of 16) and the researcher (see Anpend X66) A copy of the consent form was

L \ Ly

given to the child to keep.

In following this protocol, only two replies were received from children. In

order to recruit further participants, the researcher had to re-contact the Agency who

then contacted families om_n to remind them of the nrmer‘t and enaun’e whether anv

1es 16223228 21y

children would be interested. The researcher was then given the names and contact
details of these families and arranged to follow them up with a home wisit. The

remaining three participants were recruited in this way,

It 1s important to note that after conducting five interviews, the researcher

arranged two further interviews. Both of these children subsequently dropped out. A

sixth nqrtu‘lpapt was then identified and consent wa ameﬂ to interview them

However, when the researcher arrived at the participants’ house to conduct the
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interview, the participant had forgotten and gone out. Due to time constraints, the
researcher was unable to arrange another time to conduct the interview. Despite
efforts on the part of the researcher and fostering agency therefore, it was onlv

possible to recruit five participants into the project (the impact of this is explored
further in Chapter Four).

2.5.2 Inclusion Criteria

Children aged between the ages of 10-18 vears old were eligible for inclusion

nt Q’mdv Drawing on the develc pmen
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involving children, this age range was chosen primarily to provide access to a wide

range of ages and experiences (Gabarino & Stott, 1992).

The other inclusion criteria stipulated that children would have been involved

in fostering for at least six months. This was primarilv to ensure that children had had

time to adjust to having a foster child living with them and, in line with the interview

guide, would be able to reflect on experiences of what it was like in the beginning and

what it was like presently (see below for information on the Interview Guide).

2.5.3 Ethical Approval
As the participant group were not derived from a clinical population within the

National Health Service (NHS), ethical approval was sought from the University of

Leicester - School of Psychology Ethics Committee. Ethical Approval for the study

was granted in September 2003. The research was also registered with the

"O

artnership NHS Trust Research and Development Office.

L eicestershire

Some way through the data collection process, the researcher was required to
re-contact the Ethics Committee. A young girl, aged 9 at the time of the research had
expressed inter (ing part in the project. Given that there had been no other
females recruited into the project thus far. the researcher telt 1t would be useful to
include her as a participant. However, inclusion criteria had excluded anyone under
the age of 10. The Ethics Committee was contacted to enquure whether the researcher
would need to re-apply for ethical approval. A decision was made that the girl could

be recruited into the project without re-submutting for ethical approval.



2.5.4 Interview Guide
As highlighted in the Introduction section, there were no studies that had

investigated the present area of interest. The researcher developed a four-item semi-
structured interview schedule, intended to include a range of areas to be addressed in

the interview, but with flexibility to allow the respondent to initiate new topics or

n
e, 1999). The interview an 1de aimed tao seek

expand on relevant issnes
participants’ views on the following areas:

e Family life before fostering
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e Views on living as a foster family — in particular, what it was like in the

beginning and day-to-day issues

As outlined earlier, given that the participants were children, the interview

included some ‘warm-up’ exercises designed to ease the child into the interview and

also pr ovided nsefiil visnal matenal for them to refer to dur h_ nterview_ These
included the drawing out of a Family Tree, and a ‘Heartstrings’ exercise (Hobday &
Ollier, 1998), designed to elicit participants perceptions of emotional closeness to

different family members. These exercises were also repeated towards the end of the

interview, to provide useful contrasting material on how the participants’ perceptions

and feelings towards their family may have changed over time.

Some basic demographic information was also asked of participants. A sheet with
demographic questions was given to the child at the consent meeting in order for them
to have time to complet prior to the interview (see Appendix 6. 7). This was done
specifically in order to engage the child in actively thinking about the interview
process leading up to the interview. Questions asked included:

e how old they were when their family first fostered a child

e how many years their family had been fostering

e how many foster children had lived with them altogether
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e how many foster children were living with them now (at the time of the

research)
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e how old they were
* how long they had been living with them.

2.5.5 Interview Procedure

All five participants were interviewed in their own homes, thus taking place in
the ‘natural” setting in which the fostering experience ocenrred (Elliot ef a/, 1999).

Upon arrival at the participant’s home, a quiet room was located where there would

be no interruptions. The participant was reminded of the purpose of the interview and

the researcher went through the consent form with them once again. They were then
asked if they had any further questions. The researcher provided information on the

estimated length of the interview and introduced the tape recorder on which the
interview would be recorded.

The researcher then began the interview, starting with the basic demographic
information questions the participants had prepared prior to the interview. This was
done in order to help put the participants at ease. The general structure of the
interview guide (outlined above) was followed, starting with the Family Tree

exercise. The researcher did however attempt to ensure this was flexible, in order to

follow particin
I T

ants directions, and attempts were made not to constrain the

participants in their answers.

The interviews lasted from between thirty minutes, to one hour and twenty
minutes. At the end of the interview, the researcher checked that the participant was

feeling fine, and thanked them for their participation. The researcher then informed

the participant that they would receive a summary sheet outliming the findings when

the project was completed.

After leaving the interview setting, the researcher recorded some post-
interview notes outlining her initial impressions of the interview, in her ‘reflective

diary’. An example of an entry is given below, following Interview 4 with “Joseph’:
== - - = smmEss =T vs TEEs T - b
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4" March 2004

Have just interviewed ‘Joseph’. He is the newest to fostering of all the
children I have interviewed so far, he’s been fostering for just 6 months. It
must have been really weird, being an only child for so long and suddenly
having to share his parents with other children. He seems ok with it though,
although it was interesting that he said his family are different when there
are foster children around and that they have to stop some of the things they
previously did together, like play-fighting with his dad. This is different to
some of the previous children [ interviewed who said that the foster children
had to fit into’ their family as it was. Even so, he seems quite secure about
his position in the family, and seems to make a real effort to make the foster
child feel welcome. There seems to be something about keeping a notion of
their own family in mind as really important? Why?

Fig.2. Extract from researcher’s reflective diary

As outlined earlier, data collection and analysis occur simultaneously in a
Grounded Theory approach. In the current study, data collection began in December
2003 and ended in May 2004. Data analysis began following the first interview in
December 2003 and continued until June 2004 after data collection had ended. The
emerging analysis influenced further data collection, with the interview guide flexible

i order to incorporate some of the emerging analvtic 1deas for further exploration in
subsequent interviews. The interview guide was not specifically altered in structure,
rather the researcher was sensitised to themes that had emerged in previous accounts.
Fore amnle Pm'lv interviews identified the effort made bv narh_cl_ ants ta make the

foster child feel welcome in their homes and so this was explored in further detail in

later interviews.

Theoretical sampling in this study was not possible given the limited number
of children who expressed an interest in the study, and the added element of a time
constraint. However, the third participant (‘Luke”) did constitute a negative case
analysis. From the first two interviews, a theme began to emerge around maintaining
a sense of their own family as separate from the foster child. ‘Luke’s’ family however
had been fostering since prior to his birth and so 1t was interesting to examine whether

LA @ 8.4 ks a2 < s

he had a sense of his ‘own’ famuly or not. This was useful in adding *depth’ to the

eventual theoretical account.
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2.6 Procedure — Data Analysis

2.6.1 Transcription

Fach tape-recorded interview was transcribed verbatim (Stranss & Corbin,
1990). The resulting transcripts formed the permanent textual record, ready for the
process of a grounded theory analysis. Given that the focus of the Grounded Theory

approach was on the confent of lingiistic exchange rather than on its

= reIsrae ] L

transcription conventions were employed to indicate silences and overlaps in

conversation (Silverman, 1997); but these were not, for example, timed, as would be

the need in some (}'I]ﬂ]lfﬂt]VP method 10 cal annroaches, such as discourse an

alysis,
An explanatory key to these conventions 1s provided in the addendum. Dunng

transcription, in order to ensure the anonymity of all participants, any identifying

2.6.2 Open Coding
‘Open’ coding constitutes the first phase of transcript analysis. Open coding

fractures the data and enables the resea

in the process of conceptualisation
(Orona, 1997). Thas 1s done by firstly examjning the data line-by-line and giving a

verbal label or concept to phenomena occurring in the sentence or paragraph. The

n here?” and ‘what word stands for the

researcher asked of the data, ‘what 1s Ln_g
phenomena represented in this sentence?’ (Strauss & Corbin, 1990). The concepts are

chosen to capture ‘active’ psychological processes in participants’ accounts

(Charmaz, 1995). In practice, concepts were indicated in pencil in the margms next to

the data on a working copy of the transcript (see Appendix 6.8 for an example of open
coding).

Open coding serves two important purposes. Firstly, it deconstructs the data to
a least-abstract level of meaning. Secondly, it keeps the analysis ‘grounded’; 1t
enahles the researcher to get close to the data and to avoid brninging their own
preconceptions and biases to bear on the analysis (Charmaz, 1995). An example of
this process is given below. taken from an excerpt of Interview 2 with ‘Daniel” (for

the full tra_ngcrinf of this interview, see Addendum):



“Well, the first one, erm, we didn’t know what to expect really. We didn’t
know what they were like and we 'd never had one before, and they just, really,
blended in, cos’ it was about, the first one was ahout eleven and erm, when he
Jirst come he liked football so [ just let him come in my room to play on the
playstation football or something and he blended in alright.” (2, 160-165).

Here, the researcher noted concepts, such as Uncertainty ( ‘we didn 't know
what to expect really’), Encouraging shared interests (‘when he first come he liked

Joothall so I just let him come in my room to play on the play station football’), and

Fitting into Famuly (“he hlended in alright’).

As the number of concepts increased, the next step mvolved grouping together

similar concepts and integrating them into broader categones (Giles, 2002). This

process 1s known as categorizing (Stranss & C orbin, 1990). In order to 1 present the
concepts linked together, categories are named at a more abstract level. This process
therefore involves moving the analysis from the descriptive towards a more

rpretative level (Giles, 2002). For example, two concepts labelled ‘comparing

experiences’ and ‘evaluating own treatment’ were 1dentified. These were later placed

together to form a category entitled Making Comparisons .

As categories were produced, they were further developed in terms of their
properties and dimensions (Strauss & Corbin, 1990). Properties are the attributes or
characteristics of a category and dimensions are the location of the properties along a
continuum. Strauss & Corbin (1990) suggest a number of techniques to stimulate this
inductive process and enhance theoretical sensitivity. For example, the researcher

used the ‘flip-flop’ technique to think comparatively about a category. This involved
turning a category upside down and imagining the very opposite (see Appendix 6.9
for an example). The development of a category in terms of its properties and
dimensions is important becanse it forms the basis for making relationships between

categories, and thus provides the foundation for a “grounded’ theory.
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2.6.3 Axial Coding

Axial coding involved putting the data back together in ne
ponents (Strauss & Corbin, 1990).

ew ways, by making
connections between categories and their com

Exploring the similarities and differences between categories and their components

ensured the method of constant comparison continued to be employ ed. This facilitated

the process of refining and developing categories further, and beginning to relate

categories (Chamberlain, 1999). In practice, this involved collapsing some categories

into others, whilst splitting others to make new categories.

Strauss & Corbin (1990) advocate the use of the Paradigm Model to facilitate
this process. The Paradigm Model provides a structure to enable the researcher to

,3"

think systematically about data and begin to relate them. In practice, and n line - with

criticisms of the model as too prescriptive (Silverman, 1993), the researcher

experienced this model as stifling to the creative process and so did not adhere as
strietly to this model as advocated by Straunss orbin (1990). The researcher drew
on other techniques, such as memo-writing and writing definitions (Pidgeon &
Henwood, 1996) in order to record ideas about links both within and between

ies. These were recorded in the researcher’s ‘reflective journal’ (see Appendix

categon corded 1r

6.10 for an example of writing a definition).

It is useful to recall at this point that process in grounded theory research
stipulates that interviewing continues until saturation is reached. In the current study
however, given the small number of participants, whilst some categories were
becoming saturated, this was not always the case (this is discussed further in Chapter

Four).

264 Selective Coding

Selective coding is a similar process to axial coding, but involves taking the

analysis to a higher, more a ahstract level. As categones had been developed, both in

terms of density and potential links with one another, selective coding was the process
of selecting the core category. The core category represents a dominant explanatory
theme in the data and integrates as many data categories around 1t as possible. As

Glaser (1978) stated, a meaningful grounded theory comprises a representative

concept, along with its constituent categories and the connections between them.
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In practice, selecting the core category can be done through first explicating a
story line, which is essentially a descriptive account of the central phenomenon. Then,

ju. st as with open and axial codino_ the Drocess nee eeds to move from desm’ip’rio to

K 4 e I e

conceptualisation so the story is told analytically. This therefore involves naming the
core category with a conceptual label that represents the story it is telling (Strauss &

Vi

diary was important

Corhin 1990). _Ao_ memo writin _pfhe esearcher’s reflecti
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in developing the core category.

In order to ensure that the story told remains ‘grounded’ in the data, if
categories did not seem to “fit” or felt forced into the storyline, it was necessary for

the researcher to re-exa e the categories and their comnonents to see if there were

AR xXamine T < 111 e o 2L

alternative ways of conceptualising them

Throughout this process, the researcher moved between the different stages of
the analysis, with emerging analytic ideas used to facilitate the process of theoretical

sa

mpling
o

2.7  Quality Measures

This chapter now concludes with a look at the quality measures employed in

the study. There has been much debate surrounding the 1ssue of how qualitative
research can demonstrate that 1t is of good “quality’. There is a concern amongst some

authors that qualitative research is often evaluated by the standard canons of

ml'mhfa’nve research (Pn‘] geon & Henwood, 1996), when these do not fit with the

methodological or epistemological underpinmngs of the paradigm.

A number of writers have suggested ‘good practice” guidehnes for the
evaluation of qualitative research (e.g. Henwood & Pidgeon, 1992; Elliot et al, 1999).
Although there remains a concern that explicit cod ification of gunidehines for
qualitative research are fundamentally at odds with the spirit of qualitative research,
Elliot et al (1999) argue that they can serve four purposes. Firstly, thev go some way
to highlight methodological ngor. Second, they offer valid standards for good

practice. Thirdly, they offer some basic “quality control’ standards, encouraging

researchers to exercise greater self-reflectiveness 1n the carrying out of investigations.
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Lastly, they provide qualitative researchers with common reference points from which

to evaluate research. Quality measures employed in this study are discussed below.

Firstly, as ghlighted throughout the Procedure, the researcher used the
method of constant comparison to analyse the data, was able to obtain a negative
case, and was transparent abont the theoretical sensitivities, all of which are kev

components in using a Grounded Theory approach.

Furthermore, the reflexive process by which the analysis proceeded and
theoretical account was developed was made explicit (Banm'ster, Burman, Parker,
Taylor & Tindall, 1994). The researcher maintained a reflective di ary which created a
“paper trail’ of the entire research process (Henwood & Pidgeon, 1992). Transparency
1s an important concept in qualitative research and Rennie et al (1988) argue it is a

good indicator of quality. What is important is not that another researcher could

follow this trail to emerge with the same findings (since the theoretical sensitivities of

the researcher and this impact on the analysis will inevitably be different) but that

ﬂ'lPV can follow the /norc behind the qﬁldv
Another measure of quality involves keeping close to the data. This involved

providing examples of the ‘raw’ data to illustrate both the analytic procedures used in

the smdv and the understandin ng dr-'velonPd n the hghf of them (Fﬂ__ot et al 1999) It
1s of particular relevance for grounded theory studies, as it emphasises good “fit’
between raw data, coding and the abstract categories that contribute to a theoretical

account (Rennie, 2000).

In the present study, three forms of grounding material were included. Firstly,
a complete copy of the interview transcripts is included in the addendum representing
the ‘raw’ data. Secondly, examples of the cading procedures used during the analysis
are included in Appendix 6.8. Finally, the *Analysis’ section provides a
comprehensive account of the theoretical account developed and this 1s supplemented

with quotes taken from the interview trans scnpts.

Lincoln & Guba (1985) suggest that qualitative research must also
demonstrate ‘trustworthiness’ in the analysis. This links broadly to the notion of
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validity and refers to measures designed to check whether interpretations and the

resulting theoretical account are consistent and robust (Stiles, 1993). In practice, this

included a number of both internal and external checks. The internal checks emploved

were all characteristic of Grounded Theory methodology. For example, the constant

comparison of concepts, categories and themes identified at each stage of the analysis

were continnally checked against earlier forms of understanding. This ensured that the

analysis remained ‘grounded’ in participants’ accounts.

External checks included efforts to enhance internal coherence (Elliot et al,
1999). This refers to the extent to which the understanding of participants’

experiences 18 represented in a way that achieves coherence and integration, while
preserving meaningful nuances in the data. One way of adding to internal coherence
and credibility of the study is through peer debriefing (Flick, 1998). In the present

study, this was done throngh the attendance of the researcher at a monthly support

group for final year clinical psychology trainees who were all using qualitative

methodology. Prior to each meeting, excerpts from transcripts were circulated to each

member of the group for coding at a basic level. This enabled the researcher to discuss
with other group members their interpretation and understanding of the data and

compare similarities and differences. It also enabled the researcher to lay open her

analvsis and have to defend decisions made.

Other examples of external credibility checks include respondent validation,

where the researcher returns to original participants at the end of the research to check

whether the interpretation 1s ecognizable to the account they gave. This can be
useful, as it serves a further source of data with which to elaborate the developing

theory. It is, however, not without its problems. For example, Henwood & Pidgeon

(1992) state that there is an inevitable power relationship between the researcher and
participant and this may affect the participant’s willingness to provide useful
feedback. In addition, they may never have thought of their experiences 1n such
ahstract terms and so the theoretical account may be unrecognisable to the account
they gave. Bearing these concerns in mind, the researcher did not use respondent
validation. The researcher did however provide a summary of the research findings to
each participant (see Appendix 6.11), with opportunities to meet with the researcher

and discuss these in more detail, if requested. In addition, the researcher also
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produced a summary sheet of the findings for parents (see Appendix 6.12) and the
Fostering Agency (see Appendix 6.13).

Finally, Elliot et al (1999) suggests that the reader 1s the ultimate judge of
‘quality’. ‘Reader evaluation’ refers to the extent to which the theoretical model
stimulates resonance with readers and expands their appreciation and understanding
of the phenomenon under study. Giles (2002) further suggests that it should impact on
the literature and have practical implications. This emphasises that the reader 1s the
ultimate judge of ‘quality’. Alongside the need for methodological rigor and
transparency of interpretative analysis, as highlighted above, a study must also be able
to convey experiences in a way that the participants themselves may find difficult to

(Elhiot et al, 1999). These 1ssues are addressed in detail in Chapters Three and Four.

express and which also offers a nseful form of understanding for others’ practice
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3.0 CHAPTER THREE:
ANALYSIS

This chapter provides an account of the analysis of the five interview
transcripts. A model made up of one core category and four main categories
from an analysis of the data, following the analytic procedures outlined in the

previous chapter. This model represents one way of understanding how foster carers’

own childre

n manage the transition to living as a foster family.
The chapter begins with a brief definition for the reader of the different levels

of the model. An overview of the core category and an outline of the four main

categories pertaining to the core category are then described. A process model is then

depicted to 1llustrate how the main categories are related to each other. The chapter

then goes on to present each main category and the intermediate and lower-level

categories within them. Representing the model in this way ensures that the story has

conceptual depth and 1s ‘grounded’ in participants’ accounts. At each stage of the

model, direct quotes from the interview transcripts are used to explicate the

categories. These are presented as indented paragraphs in ifalicised text and each

quote includes the name of the participant and 1s referenced by line number to its

location in the transcript.

3.1  Defining the Model

The core category in this model 1s a higher-abstract conceptualisation derived

from the researcher’s interpretation of the analysis. Tt represents an attempt to
conceptualise the “story” contained within each transcript when read as a whole. It 1s
therefore the central phenomenon around which all the other (main) categories are
integrated (Stranss & Corbin, 1990). The main categories represent the key
components of the story pertaining to the core category. The intermediate-level and

lower-level categories constitute further explication of the main categories.

3.2  Overview of the Core Category

The core category generated from the analysis 1s termed ‘Redefining Family'.

This was the focus of the storvline and was comprised of four main categonies These

49



were ‘Awareness of Familial Changes’, ‘ Seeking to Understand’, ‘Maintaining a

Sense of Own Family” and ‘Finding a Role’. These four main categories are outlined
below.

‘AWARENESS OF FAMILIAL CHANGES’ as a main category retlected

participants’ experiences of entering the process of family adjustment to the presence

of a foster child, through the noticing of changes within their family:

“...when it was just me they put all of the attention onto me, but then
there’s another, when they came, some of it went to them.”

(Joseph’ 133-135)

‘SEEKING TO UNDERSTAND?’ as a main category represented

participants’ attempts to make sense of the changes within their family. This was done

through a process of learning about the foster child:

“...some of them haven’t got a home and it’s a bit horrible cos’ they want

to get back with their mum but they can’t.” (‘Daniel’, 113-114)

‘MAINTAINING A SENSE OF OWN FAMILY’ as a main category

encapsulated a process by which participants were able to hold onto a sense of their

own fam ] s_h _nPn ced chanoe:

“...they put me before like the foster caring, this is what they said to me,

cos’ just in case, they ’re not having like, I don’t know, someone accuse

me or cnmetlnno

(Rlchard, 741-74.))

‘FINDING A ROLE’ as a main category represented participants’ attempts to

locate a role for themselves within the famuly:
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“...they’ve been through quite a lot, cos’ Steven and Martin their dad’s in
Jjail and their partner’s, well their mum’s fiancée, he’s in jail. So I think it’s
gonna be a bit upsetting cos’ their dad’s died now. So I decide to make them

Sfeel welcome.” (‘Amy’, 86-89)

3.3 A Process Model

The process model, depicted in Figure 3 overleaf, illustrated the interaction

hetween the main categories in enabling participants to redefine their family Using
participants’ accounts, the relationship between these categories was formulated as a

linear process model. This model was tentative and represented participants’ attempts

to re-define their family as a gradual process.

The first main category represented participants” developing awareness of
familial changes. The second main category represented a phase of attempting to

locate an understanding of why these changes had ocenrred. The third category stood

-—a = L A S WD WY 22 LR e AR N =y LN ~o-~J

for participants’ attempts to hold onto a sense of their own family in the face of

change, and the fourth category represented participants’ attempts to find a role for

ew family structure. It was understood that the first three

themselves in this n

categories formed a backdrop enabling participants to locate a role for themselves.

In looking at the model, the black arrows 1llustrated this linear process. In the

analysis, the second main category, ‘Seeking to Understand’ was shown to have a

direct link with enabling participants to ‘Find a Role’ and so 15 illustrated here. This

meant that, although understood as a linear model, participants could move between
stages. The grey arrows represent the fluidity and ongoing nature of this process. By

and gomng from narticinants
Dt =l Ir r

Ed

1t’s very nature, fostering involved children comin,
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families and required participants to go through a continual process of adjustment

with each new foster child entering and leaving the family.

3.4  Main Category 1: ‘AWARENESS OF FAMILIAL CHANGES’

The first main category of experience identified in the analysis was

‘Awareness of Familial Changes’. Figure 4 depicts this category, illustrating the
constituent intermediate-level and lower-level categonies. This category represents a

process in which participants experienced changes within their family. A defining
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theme of this main category was that this process began from the moment the idea

was raised within the family.

“Well, you just, erm, cos’ you’ve got something in your mind, erm,
Jjust at the back of your mind saying, “What they gonna be like? Are

they nice or are they mean?” (Amy’, 69-71)
This process was represented in the two intermediate-level categories termed
‘Preparation’ and ‘Experience’. The category ‘Preparation’ also contained a lower-

level category entitled ‘Having Expectations’.

Intermediate-level category: ‘Preparation’

The category ‘Preparation” was used to stand for the initial process

nmﬁomanfq went thmnoh in ge ett1 ng adv for hennrmno a foster famu l This 8 process

seemed to occur prior to the placement of any foster children with the famly. Being
consulted about their views on fostering facilitated this preparation phase. In the

ases, the parents did this, although in ‘Richard’s’ case the fostering

maiontv of
4 Oty A

agency was also involved.

“Well, erm...sort of she seen it in the newspaper...Yeah, and she
thought of the idea...and so they talked to me, Sam and Adam (brothers)

and we, and I said it was alright, Sam said he didn’t mind and Adam

said, “I’ll be fine with it” ”. (‘Daniel’, 109-117)

“Yeah, erm, I chatted with the Social Worker before it just to find out

if I had any worries or anything, which 1 didn’t really, no.”
(‘Richard’, 193-194)

‘Joseph’, the newest of all the participants to fostering, recalled the
circumstances surrounding this and, being an only child, vividly remembered his

tial reaction to the proposal.
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“Err, well, it was one night and me, we were watching a programme
about it I think, and then they said we could do it. And I thought

they were joking at first and then they’re not.” (Joseph’, 77-79)
Interestingly, in contrast to this, ‘Luke’ whose family had been fostering since

before he was born, when asked about whether he had ever talked to his parents about

his views on fostering said,

“Yeah, they just sort of already know, I don’t really mind.” (‘Luke’, 99)

All of the participants therefore had been consulted about fostering, although
this seemed less pertinent for ‘Luke’ who had been fostering for all of his life. A

related componen t of this nrenamﬁ

(RO LB, r-=r LOA R

n phase was that participants engaged n an active
process of thinking about what fostering would be like. This was represented by the

lower-level category described below.

Lower-level category: ‘Having Expectations’

Participants expressed a range of different feelings in response to the idea of

becomir 1ing a foster Famﬂv

“I think it’s really exciting cos’ you don’t know what they’re
going to be like or anything.” (‘Amy’, 60-61)

“Well, well like I don’t know say, say if we had like abuse or if

they swore at my mum or something, I don’t know how I would
react.” (‘Daniel’, 145-147)

Feelings were therefore very mixed and there was a theme of participants
being uncertain about what fostering would be like. This was also coupled with

P\nectqhonQ about what it would be like. This was very much hinked to nm‘h_r_'lpqntq

ideas about what it would mean to have a foster chuld living with them. This was
characterised in many different ways. ‘Joseph’ and “Daniel” thought they would gain
a playmate, whilst ‘Amy’ looked upon it as gaining a sibling and a playmate.

Participants expectations therefore centred on the 1dea of gaining something.

N
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“Erm, fun, because I'd have someone to play with, erm, I thought
it would be really fun.” (Joseph’, 92-93)

“Well, me and Anthony thought it was really exciting because we
kept thinking we were going to get a new brother or sister.” (‘Amy’, 37-38)

Prior to the foster child’s entry into the family then, participants were engaged
in actively thinking about what it might be like and had a range of feelings towards
fostering. They were uncertain about what fostering would be like but felt they would
gain something from it. Interestingly, in some of the participants who had been
fostering for some time, this seemed to facilitate in them an ability to predict more

precisely what the experience would be like. This was particularly pronounced in the

account given by ‘Luke’ who had been fostering all of hus life, and this is

encapsulated in the two quotes below.

“When, all foster kids are like, they’re all sort of the same, they get
to know you and stuff and feel, just feel comfortable around you
and all that, but when they first come you don’t think they will cos’

they’re shy and stuff.” (‘Luke’, 107-110)

“Cos’ we’ve been fostering more children and I've sort of, I just
know what’s going to happen. I’'m used to what’s going to happen
and things like that.” (‘Luke’, 164-166)

In becoming aware of familial changes therefore, participants went through an
initial process of ‘preparation’ prior to the foster child’s arrival. In increasing

awareness of familial changes, participants also went through a process of

‘experience’ once the foster child was placed in the family. This was encapsulated in

the second intermediate-level category.

Intermediate-level-category: ‘Experience’

This category represents the process participants went through when the foster

child was actuallv placed in the familv, and relates to actually experiencing changes
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within the family. Change occurred in many different ways and these are illustrated
below. This included for example, a change in activities that participants could engage
in at home. ‘Daniel’ found there was a reduction in the time he spent with his brother

L )

whilst ‘Joseph’ had to stop certain games he had always played with his father.

“...’m close, quite close with him and, but we don’t do that many
things anymore, cos’ we used to go out loads, but we don’t do
anymore...I don’t know cos’ I go out with Peter (foster brother) a
lot and he don’t come back from school ‘til about half six and I've

gone swimming with Peter or something.” (‘Daniel’, 461-466)

“Well, when we, like when we didn’t have anyone we used to play
like fighting games, but now we’ve got someone we can’t really do

that.” (Joseph’, 44-15)

One of the consequences of this for ‘Joseph’ was that he initially tried to
reverse this sudden change. In asking him how he felt about the fact that he could no

longer play fighting games with his dad he said,

“Err, I pestered him, I kept going on, “Please, please, but he said,
“We can’t.” ” (Joseph’, 145-146)

Experiencing changes in the activities they could get involved in at home
meant that for some, they initially tried to get things back as they were. Participants

also noted changes in behaviour within thes

“ .we have to hide some of the sweets and chocolate sometimes

so she doesn’t go in there and grab them.” (Joseph’, 285-286)
For ‘Amy’, one of the changes she noticed included,

“We have dinner at the table a lo.” (‘Amy’, 112)



All of the participants noticed changes to other members of their family.

‘Daniel” noticed changes in his brother, whilst ‘Richard’ noticed changes 1n his
mother.

“Yeah, she’s learned to accept more things, behaviour from

people.” (‘Richard’, 677)

There also seemed to be a noticeable change to relationships within the family.

Interestingly, a number of participants said that the fostering experience had either

brought them closer to other family members, or the emotional closeness of their

relationships had remained the same. None of the participants said it had had a

negative impact on relationships.

“I probably feel a little bit more close to my mum and
dad because we’ve got to talk more.” (‘Richard’, 740-741)

Participants also noted changes within themselves. This included examples of
being different and doing things differently. For example, ‘Richard’ noticed a number

of changes within himself.

e

“...I’ve had to become more tolerant about what people say, how

I behave and things like that with people...” (‘Richard’, 255-256)

“I have to tolerate more. I have to be more helpful as well
sometimes. Like, entertain, well, not entertain, but like get
them videos and that.” (‘Richard’ 699-700)

‘Joseph’ noticed that he started to do things difterently, and this seemed to be

based on responding to challenges to acceptable behaviour within his home.
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“Well, if 'm playing on my X-Box and she (foster child) just
comes and walks in my room, like, and I like her to ask me if
she can just go in there before going in. Before 1 didn’t but now
I have to close the door, er, I have to do that which is different.
Before I could just like keep it open...Yeah, cos’ sometimes she
Just walks in. It’s not very good really, she should ask me, cos’

it’s my room.” ( Joseph’, 306-314)

Finally, participants also experienced physical changes to their home

environment.

“Well, we’ve had the extension at the back of the house cos’ we

needed it but, I think it was so I could have my own room again.”

(‘Amy’ 188-190)

In directly expeniencing changes within their families, participants therefore
became aware of a number of changes. Initial reactions to some of these changes

meant that s me p nartic 311‘rq tred to get their familv back to the way it was A

- =J

defining theme of this category was that participants not only became aware of
changes within themselves, but also in other family members. Of particular interest
was that all participants felt they had stayed either as close to other family members
as prior to fostering, or had become even closer, and this was attnibuted to the need for
good communication between them. Interestingly, in “Luke’s account’, there was
much less of a sense that his family had changed, possibly because he had been
fostering all of his life. This contrasted with ‘Joseph’. He was very aware of the ways
in which his family had changed, possibly because he was the newest to fostering of

all the participants, and hence, there are many quotations taken from his account to

illustrate this category.

Another defining feature of the ‘Experience’ category was the fluidity of the
change process. This meant that when changes occurred within participants’ families,
this was not one-directional, and many talked about how their families changed again

when there were no foster children living with them. For *Joseph’, this meant a retum

to the family as it had been prior to fostenng.

N
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“...when we didn’t have anyone, like when Kyle went, our second one,

we didn’t have anyone for about two weeks and I noticed it was all

again.” (Joseph’, 241-244)

For others, the change to foster family status meant it felt strange when there

were no foster children in place with them.

“...it’s a bit weird when they’re not here now. When there’s no-one
in the house, it’s like you can leave things open, like certain doors,
cos’ we have to keep the office door locked, like at night and stuff
cos’ we found Andrew (foster child) in there one morning messing

about with the phones.” (‘Richard’, 401-404)

Summary of Main Category 1

The category ‘Awareness of Familial Changes’ therefore represented a process
in which participants experienced change within their own families as they made the
transition to living as a foster family. Importantly, this process seemed to begin from
the point at which the idea of fostering was first raised within the family, with
participants engaging in a process of having thonghts and feelings about what
fostering would be like. They then entered a phase of direct experiencing of those
changes when a foster child was placed with them, and this included a wide range of
family changes, both to their family home, relationships, and themselves. Importantlv,
this process of change was fluid, with many experiencing ongoing change, both with

each new entry of a foster child, and also when there were no foster children present

in the home.

3.5 Main Category 2: ‘SEEKING TO UNDERSTAND’

The second main category termed “Seeking to Understand’ represents

participants’ attempts to make sense of these changes to their tamilies T.ocating an

understanding of these changes was crucially done through a process of learning

about the foster child(ren). The overall structure of this category is presented
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diagrammatically in Figure 5 overleaf. It is represented by one overall intermediate-

level category and three lower-level categories.

Intermediate-level category: Learning about the Foster Child

Learning about the foster child was achieved through two processes; firstly,

through finding out about the foster child’s life, and secondly, through day-to-day

living with the foster child. This process had important consequences for participants,

as 1t enabled them to locate these changes within an explanatory context.

“...most of them have got a special reason for being here.”
(‘Richard’, 369-370)

“You get to see like other children’s backgrounds, how they were
living with their mum’s and things like that.” (‘Luke’, 234-236)

Lower-level category: Developing a Narrative

Leaming about the foster child involved a process in which participants were

able to develop a narrative of the foster child’s life. This was done by finding ot
about their family background and having an explanation for the reason they were 1n

foster care.

“It’s cos’ she, because her mum had too many children, she
couldn’t handle it, cos’ she had six including Vanessa, (foster

child) so she had to send Vanessa away for about a year or so and
cos’ she had this big kid that’s moved out now and had the kids on
her own, cos’ she couldn’t really have all six, or all six of them until

one of em’s moved out, could she?” (‘Amy’ 325-330)

This process was facilitated in a number of different ways. For ‘Richard’, he

and his family were provided with information about the foster child prior to their
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“The first one I was here at a lunchtime, it was in the school day
and the doorbell rang and one of the Social Workers was outside
and she says, “Aaah, I’ve brought Sara and Lily” and we knew
about them because we’d seen the information about them first.

She was a very interesting girl, cos’, err, cos’ she’d just come from

a Youth Hostel, well not a Youth, what do you call it? ... Prison sort

of thing.” (‘Richard’, 214-221)

Participants also found out about the foster child through spending time with
them. This involved talking to them and doing things together. When asked how she
found ont about the foster children, ‘Amy’ commented,

“Really by just knowing them and everything, and they end up

telling you.” (‘Amy’, 278-279)

Doing things with the foster children often helped facilitate commumication

and this could then become a mutual process of getting to know each other,

“Well, playing on computer, they see us then and say, “Oh I
used to have that game” or something like that and they’ll sort of
tell vou things and you’ll tell them. I’s like, get to know each

other more.” (‘Luke’, 135-137)

A process of being helped by other family members to understand the foster

child also aided the development of a narrative of the foster child’s life.

Erm, sometimes my mum, say if I’'m just like watching telly, and
I can tell mum on her own, say, “It’s horrible having him bang

his head against the wall” and then she just explains why they do

ir.” (‘Daniel’, 221-223)

Developing a narrative about the foster child's life was therefore facilitated n
a number of different wavs. Crucially, this involved communication between

participants, the foster child, parents, and also 1 some cases the fostening agency.
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There could however be barriers to being able to learn about the foster child.

This centred on difficulties associated with verbal communication.

“Yeah, a couple of African girls, like asylum seekers came not

too long ago and that was difficult cos’ they couldn’t really speak
English.” (‘Richard’, 484-486)

There were important consequences of being able to find out about the foster

child. This surrounded feelings that were subsequently aroused in participants.

‘Daniel” and “Luke’ talked about feeling ‘sad” at finding out ahout the foster child’

/]

“..I’s the way they’re brought up, it’s a bit sad that though,
brought up like that.” (‘Daniel’, 209-211)

“Erm, you feel sorry for them.” (‘Luke’, 248)

For ‘Daniel’, this led him to compare the foster child’s life with his own

experience of family life. This was clearly a very powerful process.

“...we’ve got a good mum and grandma to bring us up and they
didn’t.” (‘Daniel’, 213-214)

It also led him to re-evaluate the way he was treated within his family.

“...when they come in we didn’t know the half of it really,

took things for granted...Erm, we thought it was like hard on

us if they like just, gave us a punishment or something, but how
they, their mum or dad treated them, it was nothing to what

they’d done.” (‘Daniel’, 448-453

Developing a narrative of the foster child’s life then. was facilitated 1n a

number of different wavs. An important theme of this category was the need for

communication between 21l familv members. and showed the mutual process of
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helping each other to understand the family changes. Gaining this understanding had
important consequences because it enabled participants to develop feelings of

empathy for the foster child.

Lower-level category: Exposure to Living with Foster Child

Another related factor in learning about the foster child was exposure to the

foster child through living with them on a day-to-day basis This involved witnessing

Al Yvatii Alatdal aail

new, challenging behaviours.

“Like some people do weird things like smashing things...Kyle,
erm, once went really mad and started kicking everything and
breaking things.” (‘Joseph’ 179-183)
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Participants also learned new information about certain things.

“She was a, well, she was a recovering heroin addict. She was

off it at the start but eventually she was back on it, you could tell.

But then she ran away and left her baby with us.” (‘Richard’, 238-241)

At other times, participants leamed about the foster child’s behaviour through

the experiences of other family members.

“The most interesting thing was Sara. She’d erm been to the
hospital with my dad, saying something about a really horrible
headache and my dad was there and Sara stood there and
someone, I don’t know who it was came up to her and said,
“Have you got them yet?” My dad just stood there, and she was
going, “Shh shh”, telling him 1o be quiet, and he said err,
something about have you got the, whatever the drugs were, and

she goes quiet and shut up about it then. My dad just didn’t say

anything. That was interesting.” ( ‘Richard’ 381-588)

Exposure to living with the foster child meant that participants witnessed new

and often challenging behaviours, as well as gaining an education into areas such as
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drugs and violence. Again, the importance of family members helping each other to

learn was important.

Participants therefore learned about the foster child through developing a

narrative of their lives and through living with them on a day-to-dayv basis. An
unmﬁan’r consequence of this cess was that nqrt ts conld th en put 1t the foster

child’s behaviour into a context.

Lower-level category: Putting Behaviour into a Context

This involved using the understanding they had gained about the foster child

to generate an ex I_ anation for certain behaviours and also enabled them to make
sense of the changes that had occurred within their famihes. This was encapsulated in

‘Luke’s’ comment,

“You just see why they act like they do, like if they wanted to get
attention, it’s probably because they never got it when they lived
with their mum...Normally if like, see if they need attention they’re
like running around cos’ they want you to like tell them to behave

and all that and they’ll get attention.” (‘Luke’, 238-245)

Within this, participants were able to accept the need for the foster children to
be treated differently from themselves.

“...it has to be really because we got like this child called Connor
who smoked and everything and he swam in brooks and erm, like,
child had like mood swings and he, he had to Izke, you had to just
send him up to his room to calm down or something, and like that.
We'd get like, we’d just have to sit on the chair, but you can’t

exactly send them onto a chair, you have to send them to their room

to calm down.” (‘Daniel’, 194-201)
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It also enabled them to accept the need for new rules in the home, but with an

acknowledgement that they did not necessarily have to stick to them.

“It’s not so much that I have to do them, I don’t have to sign
the book to say when I'm coming in or going out, which they

documented, or run ofj; like some, well, several of them have
done.” (‘Richard’, 331-334)

Putting the foster child’s behaviour into an explanatory context was an

unportant process. Whilst it was dependent on being able to have an understanding of
the foster child and their life, it was crucial in enabling participants to have
explanations for the foster child’s behaviour, and also helped them to understand why
the foster child was sometimes treated differently to them. It therefore helped them to

hold onto an idea that thev themselves were different from the foster child.

Summary of Main Category 2

The category ‘Seeking to Understand’ therefore represented a process
participants wenf through in an attempt to understand the changes they experienced
within their families. This was centred on learning about the foster child and was done
through the development of a narrative of the foster child’s life coupled with leamning
th_rmloh exposure to the foster child Im nrtnnﬂ\, this formed a backdr Top for

participants to locate these changes within an explanatory context.

3.6 Main Category3: ‘MAINTAINING A SENSE OF OWN FAMILY’

The third main category identified in the analysis was "Maintaining a Sense of

Own Familv™ This categorv represents participants’ atfempts to hold onto a sense of
their own family in the face of change. A defining characteristic of this category was

that involvement of other family members, primanly parents, was important in

enablin ng partl aptq to maintain a sen<e of their own far _l This was therefore a

very family-oriented category. This category 1s depicted in Figure 6. It includes two

intermediate-level categories and a lower-level category pertaining to each.
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Intermediate-level category: Having Time-Out

This intermediate category represented participants’ having ‘time-out’ with
their own family. It was characterised by a wish to have time away from the foster

chuld.
“Yeah...cos’ I’'m not being horrible to them (foster children) but
I don’t want to be with them all the time and everything, I want

to be with my family sometimes.” (‘Demiel’, 387-389)

This was achieved in different ways and had different meanings for

participants. This 1s illustrated in a lower-level category below.

Lower-level category:Seeking out ‘special’ time

This represented a process of 1dentitying a time in which participants could be
alone with parents or other family members Since his family had started fostering,
‘Daniel’ had extra time in the evenings alone with his older brother, mother and

grandmother after his younger siblings and the foster children had gone to bed.

“...they like go to bed about nine o’clock and we, I go bed about
half nine and that’s changed, and that’s, we do that because erm

we want like just like half an hour on our own or something. »

(‘Daniel’, 343-346)

Time alone with their own families served a number of important purposes for

participants. For ‘Daniel’, this extra half an hour was useful for several reasons.

“Just like time to yourself and you know you can talk about

things really.” (‘Daniel’, 360-361)

For ‘Joseph’, time alone in the evenings with his parents gave him the
opportunity to play the games with his dad that he had had to stop when foster

children came to live with his famly.
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“Erm, same things as when they’re here, but we do play
fighting games.” (Joseph’, 265-266)

Periods of ‘respite’ in which the foster children went to different foster carers
for a short period of time was also an opportunity for participants to spend time alone

with their family.

“Erm, where you have like the, Peter and Paul, the foster boys
g0 erm away to another foster carer for like two weeks and we
sometimes go on holiday then, together and just like have a

holiday on our own, and that’s alright.” (‘Daniel’, 411-414)

‘Daniel” was able to see the impact a period of time-out could have on other
family members.
“ ...we’re a bit more relaxed and my mum and grandma

aren’t worrying about them and everything.” (‘Daniel’, 419-420)

One of the key themes of having ‘time-out” with their own famihes was

therefore of enabling participants to hold onto a sense of their own family as different

to the family when the foster child was present. Whalst they did not seem to resent the
foster child, this was however important to them. Being able to put mechanisms like

this 1n place served a number of different purposes and was used by participants in

differ

it ways. Furthermore, this was not enly important for participants but also for

other family members.

Finding opportunities for time alone however, was dependent on the age of

participants and foster children.

“When the first foster boy came he was twelve so we went
bed at the same time, but then, Kyle was eight so 1 got to go

bed later than him, and she’s six (corrent foster child), so /

go bed quite a lot later.” (Joseph’, 260-263)
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This was interestingly absent in ‘Amy’s’ account, for whom all the foster
children who had lived with her family had been older than her. Whilst having “time-

out” was important, there were also therefore harriers to setti

1g thisup. Age was a

pertinent factor and meant that for participants who were younger than the foster child

living with them, this was not possible.

Another avenue that facilitated a process in which participants attempted to

hold onto a sense of their own family included the communal nature of the

experience, and is depicted in t

Intermediate-level category: Having a shared experience

This category represented a process in which participants and their families

experienced changes in the family, as a family. This was characterised by a number of
different processes. Primarily, this involved recognising that others in the family were

having a similar experience to themselves.
“We’ve all had to change I suppose quite a bit, cos’ of the way we

behave around them, well, not around people but just the way we
behave in the house...” (‘Richard’, 724-726)

“Err, I do certain things, I do like the same as my mum and dad,

say things different.” (Joseph’, 305-306)

‘Luke’ talked about his family pulling together to help the foster child settle

into the family.

“We just all act the same (. ) Sort of help them to get used to
it, like to get to know us and stuff.” (‘Luke’, 118)

For ‘Daniel’, it also involved being able to continue with family activities that

took place prior to fostering,
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“Yeah, we always went out for meals and like Drayton Manor
(theme park) and my grandma and Tom would erm, just go off

1o the gardens at like Alton Towers and it were good,” (‘Danicl’, 53-55)

\

“...we do go out for meals and go out on day trips and we all

For “Joseph’, who was very aware of the changes his family had gone through
since they had started fostering, he seemed vigilant to situations which reminded him
of his family as 1t was prior to fostering,

“Well, sometimes, if they’re quiet sometimes, or watching telly

or something it just seems like it’s just me, my mum and my

dad again. Just how it was.” (‘Joseph’, 330-332)

This process highlighted the shared nature of the fostering experience. It was

important for participants to perceive that they were going through similar

expe_i_,nces to their paren and that ﬂ'\ev as a f'qmﬂv were qdnmtmo to tos’[enno

together. For those new to fostering, they tried hard to notice times when it felt like
their own ‘family’ again. An important component within this process was one of
h:avmo containment’ P\’p]lomed a lower-level category.

Lower-level category: Having Containment

This category characterised a means by which participants held onto a sense of

their own family It was facilitated throngh a process of narhmnant mvolvement in
decisions with parents, particularly those centred around the setting of family
boundaries in relation to fostering. In ‘Damniel’s’ family, there was clear boundary

setting around the placement.

“...we don’t want anyone really above Sam'’s age (older brother)...

agreed from the start really.” (‘Daniel’, 506-508)
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Participants having a clear understanding of the family boundaries seemed to
facilitate the process of feeling contained and being clear about what was acceptable
within the home.

“Well, my parents, for a start, before we had anyone said that

they don’t have secrets here and they tell people we can’t have

secrets in this house.” ( Richard’, 521-523)

A consequence of this for ‘Richard’ was that when placed in a difficult
position, he was very clear within himself about what he had to do.

“When I came, I went on a Duke of Edinburgh weekend camping.
I came back and my mum said, “Erm, it’s been interesting this
weekend” cos’ Sara had gone hospital for some reason and Simon
had gone. Simon went on the train, they’d been planning it for a
while. I actually heard something about it before they did it as well

and I told my parents about that.” (‘Richard’, 503-508)

It also enabled him to be honest with his parents when he found a situation

hard to cope with.

“...when I said that I couldn’t really stand it at one point, and
they said, “Well, if you can’t do it then it’s okay, we can get rid

of her, but if you think you can stand it we can carry on.” ”

(‘Richard’, 749-751)

Having a shared experience as a family was therefore an important process for
participants. Sharing the experience of adjusting to foster family life. changing
together and being clear as a family about what was acceptable and what

helped participants hold onto a sense of their own famuly.



Summary of Main Category 3

The category “Maintaining a Sense of Own Family’ therefore represented a
process in which participants attempted to hold onto a sense of their own family For
participants, this was done through two processes. Firstly, through the creation of
‘time-out” with their own family; and secondly, in going through the experience of

fostering as a fmnllv This was done in a vqnefv of different ways and held different

meaning for participants and other family members. This category was distinct as a

process in which other family members, primarily parents, played an active role in

nabling children to maintain a sense of their own “famly’.

3.7 Main Category4: ‘FINDING A ROLE’

The last main category identified in the analysis was termed ‘Finding a Role’.

Figure 7 depicts this category, 1llustrating the constituent intermediate-level and
lower-level categories. This category represents a process in which participants

attempted to locate a role for themselves within the family following the transition. It

was understood that the anvlmm ('mpoonec formed a backdron enabhin ing participants
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to tind a role for themselves within this new famly structure.

The analysis 1dentified two main roles that participants assumed for

themselves. These included a perception of themselves as a responsible family

member; and of imtia n o the foster child into their fami ] _These are demicted helow

in the two intermediate categories.

Intermediate-level category: Perception of Self as a Responsible Family Member

This category represented a process in which participants assumed a role of

re\nnnxlhﬂltv as a tamllv member This entailed deal_no with difficult sitmations and

of helping around the home.

“...Andrew, well, not too long after he was here he ran away
and I was, I think it was a Saturday night and dad reported him
missing and I think I was one of the last peaple to see him hefare
he ran out to remember his clothes and everything. I had to

describe what he was wearing.” (‘Richard’, 570-574)
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Lower-level category: Dealing with Difficult Situations
This involved a process in which, being exposed to difficult situations,

participants seemed fo take on a role of responsibility for dealing with difficnlt

behaviour.

“...one other time, she tried to split me and my girlfriend up by
telling my girlfriend that I went in to her and told her I was going

to dump her, which is something I had to handle... I was guite angry

at first but I didn’t say anything to her. I told my parents about it.”
(‘Richard’, 363-368)

For ‘Amy’, one of the difficnlt times she recalled was when she and one of the

foster children (‘Martin’) kept arguing. In talking about how she dealt with 1t, she said
she did not talk to anybody else about it, but tried to deal with it herself.
“Well I just tried not to argue and everything.”  (‘Amy’, 146)

At other times, participants actively intervened to manage difficult behaviour.

“Err, see like, we had this kid called Kyle and he could be really
naughty sometimes, start throwing everything, and to stop him

wouldn’t do anything, and like to calm him down and everything.”
(Joseph’, 164-167)

In asking where they learned these management strategies “Joseph’ replied,
“...I just did it, to, well, help more than anything.” (‘Joseph’, 171)

An important characteristic of this category was of participants having therr

own strategies in place for times when it all became too much.
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“If I can’t take it in my stride I either go up to my bedroom cos’
they’re not allowed on my floor, I'm on the very top floor and

it’s just got my bedroom and another living room.. . Ill either

go up there or just go out, and then I can get away from it and

cope with it.” (‘Richard’, 617-623)

In taking on a role of dealing with difficult situations, this involved not only

actively intervening to manage behaviour, but also of having to deal with difficult

emotions aroused by these sitnations. A charactenstic theme of this category was that
participants attempted to do this alone and seemed to place an onus on themselves to

cope. Perceiving themselves as responsible family members was further illustrated by

the way in which participants helped

lower-level category.

Lower-level category: Helping Qut
This involved a process in which participants helped out around the home.

This took many different forms. For ‘Richard’, this involved maintaining a safe home
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environment.
“...well, now I’m used to locking my bedroom door when I go
out, cos’ if my parents are downstairs they don’t know what the
kids are doing upstairs; so I keep, I keep my bedroom door locked.”
(‘Richard’, 726-729)
‘Joseph’ helped his parents in carrying out certain tasks for the foster children.
“..If they’re here sometimes we have to like rush around a bit

like, cos’ if they want something to eat we have to make it for
them...” (Joseph’ 277-274)

‘Richard’ also talked about supporting his parents.
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“Being around sometimes when one of your parents is here
and they need someone else here, sometimes...when we’ve

Just had to have two people in the house all the time...”

(‘Richard’, 631-6335)

For “Daniel’, he and his brother stopped having pillow fights in the evening
because they didn’t want to disturb the foster child (‘Peter’) in the room next door.

“...because erm, cos’ Peter’s next door and we can’t do that
anymore, we had like, we just like when we were playing, like
I’d shout or I, because like erm, they’re asleep we don’t want

to wake them up, so don’t do that anymore.” (‘Daniel’, 373-377)

Participants therefore seemed to see themselves as having a role in dealing

with difficult behaviour displayed by the foster child and in helping out in the home.
Helping out around the hom

ng out me mvolved participants assuming many different roles and

e o

this was centred on being of practical support to their parents. The taking on of this

particular role was least apparent in ‘Luke’s’ account and there are several possible

.—u

since ‘Luke’ had been fostering for all of his life,

hvpotheses for this. In particular

there was perhaps historically less emphasis on performing a ‘helpful’ role within the
family.

Intermediate-level category: Initiating Foster Child into Family

A second ‘role’ that participants took on was one that came out very strongly

n narhc nts” accounts, and involved m__akmo an effort to h_eln the foster child settle

into the family. The assumption of this role related to the participants’ understanding
of the foster child (depicted in main Category 2).

“...they’ve been through quite a lot, cos’ Steven and Martin their
dad’s in jail and their partner’s, well their mum’s fiancée, he’s in
jail. So I think it’s gonna be a bit upsetting cos’ their dad’s died

now. So I decide to make them feel welcome.” (‘Amy’, 86-89)

Three lower-level categories are described to explicate this category.
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Lower-level category: Making an Effort
“Making an effort’ represented a process of initiating contact with the foster

child when they first arrived.

“When they first come, I say “Hello” and be nice and friendly
and everything, make them feel welcome.” (Joseph’, 190-191)

This was coupled with an acknowledgement of how the foster child might feel

upon arrival.

“Most of them are really a bit shy before getting to know you.”
(‘Amy’, 54)

Participants also talked of doing things to try and help them settle into the

family.

“Sort of like, if it’s dinner and they’re like too shy to come

to the table or something, I’ll go with them or something.”
(Luke’, 121-122)

There was also an element of participants” wanting to make the stay enjoyable

for the foster child(ren) and also to make them feel part of the family,

“...if they like playing with other kids erm, I’ll do it, I’ll play

with them, give them a good time.” (‘Daniel’, 256-257)

“Yeah, and we got these body boards and we went on the sand
dunes and went down them and Adam let, he’s always hanging
around with Paul and Peter (foster children) on holiday, he lets
them have a go with a lot of things now, cos’ we got a surf board
for Christmas and he let Peter and Paul have a go on that, and 1
will and hopefully Sam will, let them all have a go so they enjoy

it...Don’t want them to feel left out.” (‘Daniel’, 331-335)
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Making an effort to help the foster child settle into the family was therefore a

very active category in which participants took on a role of responsibility for initiating

communication with the foster child and of heing sensitive and thoughtful to
situations they might find difficult. Despite wanting to maintain a sense of their own
family, they did want to make the foster child feel part of the family and took on the

esponsibility for trying to ensure their stay was enjovable.

For some however, the effort they made seemed to be dependent on what the
foster child was like.

“... if like they haven’t got a good personality or they just like doing
things on their own, I leave them to it.” (‘Daniel’, 254-256)

For ‘Daniel’, there was also an element of wanting to get something out of 1t

for himself.

“Er, I don’t know, it just depends if like they’re talkative a
lot really or they’re just quiet. I go out with people who are
talkative cos’ the guiet ones won’t be that funny, will they?”

(‘Damiel’, 259-262)

Therefore, although participants made a lot of effort, there was also a sense

that they wanted to get something out of the experience as well.

There were important consequences of making an effort to get to know the
foster child. For ‘Richard’, he got found out that getting to know him had helped the

foster child feel less worried about the placement.

“J just sat and chatted with her and everything, and later on
when she was here she was telling me that she was worried
for a start cos’ she didn’t know how it would be, but getting

to know me like, made it easier.” (‘Richard’, 223-224)
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Taking on the role of making an effort therefore, put some participants in the

position of assuming another role of being confided in by the foster child.

Lower-level category: Having Something In Common

A related part of this process was having something in common with the foster

child This seemed an important factor in facilitating the process of getting to know

one another. This was facilitated in one of three ways: being the same age: being the

same sex; and having the same interests. Being the same age for some, was an

important factor in getting to know the foster child

“If they’re about the same age as me, I have things in

common with them and so it’s alright, get along, yeah.”

(‘Luke’, 209-210)

Some participants highlighted the benefits of having foster children who were

of the same age.

“...if you have like people your age, you’ll adapt with
them well and you’ll go out with them a lot.” (‘Daniel’, 486-487)

‘Daniel’ talked about the consequences for both himself and the foster child if

they were not the same age.

“Cos erm you can’t go out with them or anything and

you just feel like you’re alone still or something, cos’
vou have to go out with your friends; so if you want to
spend time with your brother or something or your foster
brother, you can’t because they’re not old enough, or you’re

too young for them.” (‘Dmiel’, 492-196)

For ‘Amy’ whose fostering experience had always involved foster children

who were older than she, being the same sex was important. She talked about getting

a ‘big sister’ and the benefits of this for her.
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“...having a big sister, it’s really a lot more fun cos’ they

like more stuff that I like... Well, probably because we get

..... 5

along better, easier if it’s just the, you know, girls. Cos’ girls

get along better with girls, don’t they?” (‘Amy’, 235-236)

Linking 1n with these factors, finding shared interests was also useful in

getting to know each other. ‘Daniel talked about having shared interests as important

in helping the foster chi

“...when he first come he like football so I just let him come

in my room to play on the playstation football or something
and he blended in alright.” (‘Demiel’ 163-165)

Having something in common was therefore quite a powertul factor 1n getting

to know the foster child, with consequences for both participants and the foster child

Lower-level category: Being Active Together

Following on from the above category, being active together was a process in

which participants made the effort to do things with the foster child This enabled

- Tt

them to get to know each other and helped the foster child settle into the family.

“Like in the summer, we’ll go in the garden, play with them,

the neighbours might come round and play with them as well...”
(‘Luke’ 175-176)

“Yeah, cos’ we used to abways go swimming and they just fit
in now really, and they come with us...” (‘Daniel’, 311-313)

‘Richard’ made an effort to include the foster children in his wider circle of

friends.
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“...l’m just trying to think, mainly the people I’ve well,

associated with like Sara and Simon, and Louise who was

the most recent one, we used to go out with some of my

[friends, we used to take them park and stuff, take the babies

to the swings and things like that.” (‘Richard’, 349-353)

For “‘Amy’, the prospect of doing things together could be exciting at times,

and she had happy memories of times she had spent with previous foster children.

“Yeah. Exciting, cos’ something good might happen really
that’s good, cos’ you actually, you might go to Alton Towers
(Theme Park) and places like that. Cos’ when we were with

Vanessa, we went to France, it was really nice there.”
(‘Amy’, 345-348)

Summary of Main Category 4

The category ‘Finding a Role’ therefore represented a process in which
participants attempted to locate a role for themselves within the family, following the
transition to foster family status. Two key ‘roles’ were identified in the analysis. The

first one involved participants perceiving themselves as a responsible family member

in which they made attempts to deal with difficult behaviour and help out around the
home. Participants appeared to assume this role themselves, rather than being told by

others. The second ‘role’ that participants assumed was one of actively helping the

foster child to settle into the family. An important backdrop to this seemed to be
centred on having an understanding of the foster child. Participants made a concerted
effort to welcome the foster child into their home and many made attempts to engage
in shared activities with the foster child. In some cases however, this was dependent
on what the foster child was like, and whether participants would get anything back in
return. Having something in common facilitated this process, in particular being of a
similar age to the foster child, being the same sex and/or finding common interests.

For some, making an effort to get to know the foster child enabled them to be
confided in by the foster child about their feelings towards being placed with the

famuly.



3.8 Summary

In the transition to living as a foster family, the analysis generated from
participants’ accounts identified a process they went through in attempting to re-
define their family as 1t went through this change. This involved an initial awareness
and experience of these family changes and an attempt to generate an understanding
of these changes. Thev also looked for ways to hold onto a sense of their own ‘family’

and this formed a backdrop in enabling them to find a role for themselves in the

family.
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4.0 CHAPTER FOUR:
DISCUSSION

This chapter focuses on a critical discussion of the findings of this study and
of the process of the research. It begins with an interpretative look at the theoretical
account developed from the analysis of data, with reference to the literature outlined
in Chapter One. A section on the clinical implications of these findings is discussed at
the end of each main category. Methodological considerations of the study are then
outlined, followed by researcher reflections on the research journey. The chapter

identifies implications for future research and ends with some concluding points.

4.1 Interpretation of the Analvsis

The aim of this study was to examine the way in which carers’ own children
managed the transition to foster family status. The transcripts of interviews with five
children were analysed using a grounded theory approach and a core category and
process model was generated. Four constituent man categories were identified to

explicate the ‘story line’. This model is explored in detail below.

4.1.1 The Core Category and Process Model: ‘Redefining Family’

For participants in the present study, the transition to foster family status
changed the nature of their existing ‘family’ and led them into a process of
‘redefining’ their family. Participants played a central active role in trying to redefine
their family. The defining characteristics of this adjustment process included a search
for an explanatory framework with which to understand the changes, and then
locating both their own ‘family’ and themselves within this changing famly structure.
Participants attempted to do this alone but accounts also demonstrated that they relied
on help from others within the family to make the adjustment. This supports the idea
that the process of family transitions involves the whole family (Hetherington ef a/,
1998).

Another defining characteristic of this process was the search for some sense

of sameness versus the inevitable change the transition brought upon the famuly.

Whilst participants defined themselves through the location of new roles withun the
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family, an important part of locating their own family was finding that they still had

reminders of their ‘own’ family as it was prior to fostering.

The process model described in Chapter Three understood this process of
redefining family as a linear process in which participants moved through a stage of
noticing change, through to locating an understanding of the change, which then
enabled the locating of oneself and family within this change. However this process
was not a rigid one. This was ongoing, with each new entry into and exit of a foster
child from the family. This therefore could be understood as a continual transitional

process.

In locating this model within existing literature, it adds a new dynamic to both
the foster care and family transitional literature. Within the foster care literature, as
shown in Chapter One there, is a good understanding of the impact that fostering can
have on carers” own children and their likes and dislikes about fostering. This study
shows the dynamic process of interaction between carers’ own children, their own
family and the foster child in the adjustment to living as a foster famly. In relation to
the transitional literature, whilst there 1s a good understanding of the factors important
n helping children adjust, it again demonstrates a dynamic process through which
participants in this study made the adjustment.

4.1.2 Awareness of Familial Changes

A first stage in this transitional process was that participants became aware of
changes within the family. This had two distinct phases for participants: a preparation
and experiential phase. In the preparation phase, participants talked about being
consulted about the idea of becoming a foster family. In the majority of cases this was
done by parents, except for ‘Richard” who also talked about being consulted by a
Social Worker from the fostering agency. This reinforces the findings of Pugh (1996),
Ames (1997) and Fox (2001) who found that it is parents who are often left with the
responsibility of educating their own children about fostering, and that own children
are rarely involved in any formal preparation undertaken by the fostering agency.
Indeed, for ‘Richard’, ‘Joseph™ and ‘Amy’, all recalled their parents going for
training, but none talked of receiving any training themselves. Interestingly, thus

preparation and consultation phase was less distinct for ‘Luke’ and 1t 1s hypothesized
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that this may have been because he had been fostering for all of his life and this was
the ‘norm’ for him and his familv.

In drawing on the transitions hterature, however, what this process showed
was that there was a good level of communication between parents and their children.
As Herbert & Harper-Dorton (2002) summarize, one of the key “protective’ factors
for children going through a family transition is communication about the transition

(Walczak & Burns, 1984).

In looking at ‘Joseph’s * account, the newest of all participants to fostering, it
was apparent that the idea of becoming a foster farmly was especially difficult to
accept, particularly since he was an only child. He and other participants expressed a
range of concerns about what the experience would be hke. However, it seemed that
for those who had been fostering for some time, they were better able to predict what
the experience would be like. This was particularly so for ‘Luke’. This links to the
tindings of Wallerstein & Kelly (1980) who, although talking about divorce, found
that the passage of time was an important factor in facilitating adjustment and in

enabling the child to gain a more realistic, less fear-dominated view of the change.

When the foster child was placed in the family, the accounts of participants
illustrated the range of changes that participants experienced within their families,
impacting on behaviour, activities, relationships and the home environment. A
particularly interesting theme to emerge was of some participants stating that the
experience had brought them closer to their parents or other family members. In no
instances did participants feel it had created distance between themselves and other
family members. This supports the very early literature on carers’ own children in
which Ellis (1972) and Wilkes (1974) talked about the experience of fostering as
strengthening family relationships and communication. More recent literature
contradicts this finding however, with some finding a loss of family closeness (Twigg,

1994).

Another defining feature to emerge from this phase was the continuous nature
of the transitional process. in which participants talked about their families changing

with each exit and entry of a foster child. Again, this was less pronounced for ‘Luke’
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possibly because it was something he had grown up with. The transition then does not
end as soon as the child is placed with the family but is simply a first step in a
dynamic and evolving relationship between the foster child and foster famly
(McCracken & Reilly, 1998). In terms of process, this phase therefore 1s one that
participants are likely to return to frequently.

In summary, the accounts of the five participants demonstrated that they were
consulted, in most cases by their parents, about the idea of fostering. This highlighted
a good level of communication between participants and their parents, but little
involvement of social work support. Whilst having a range of feelings and thoughts
about what fostering would be like, the passage of time seemed to be an important
factor in being able to predict more clearly what the experience would be like. For
participants in this study, closeness to other family members was maintained and in
some cases improved, and this refutes the findings of previous studies. Finally,
participants highlighted the process of transition to foster family status as one that is

continuous 1n nature.

Awareness of Familial Changes: Clinical Imphications

If the accounts of the five participants have accessed general processes in
children’s experiences of foster family transition, this has a number of important
clinical implications. If, as demonstrated here, children engage in an active process of
wondering what it will be like, of having feelings, thoughts and concerns, this could
provide a real opportunity for fostering services to become involved at this
preliminary stage. Useful information on what to expect could be provided, including
what might happen in those first few days. After all, one of the factors linked to
placement outcome identified by Berridge (1997), was pre-placement preparation of
the foster family. McCracken & Reilly (1998) advocate the use of a systemic
approach to foster family assessment. They suggest a six-session assessment structure
using a systemic framework arguing that a systemic approach 1s useful because one
can gain a fuller understanding of foster family relationships as well as offering a

framework that recognises that individuals do not function mn isolation but rather as

part of a highlv organised system.
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Given that the fostering agency involved in the present study ran a twice-
yearly support group in which own children met to do activities together, they could
also set up a mentoring system whereby those who have been fostering for some time
could ‘mentor’ those new to fostering. Whilst children would be a useful resource to
each other, it 1s however important to ensure that children are not burdened solely
with this responsible task. However, they could very usefully play a part in a
preparation phase managed and carried out by fostering services. This could be

important in addressing any worries or concerns of this group of children.

4.1.3 Seeking to Understand

‘Seeking to Understand’ represented a process in which participants attempted
to make sense of the changes to their family. This was crucially done through a
process of learning about the foster child. For participants this was done via two
means: through the development of a narrative of the foster child’s life; and through
exposure to living with the foster child. This enabled participants to be able to locate

these changes within an explanatory framework.

In looking at the previous literature, there 1s very little focus on the ways in
which carers’ own children make sense of the changes within their families as a result
of the transition to foster family status. Yet, for participants in this study, it formed a
very important part of being able to re-define their family. Pugh (1996) hinted at this
process in her discussion about how the children in her study seemed to show a
striking concern for the foster children, and she suggested an awareness of complex
emotional issues beyond their years. In this study certainly, irrespective of the age of
participants, they developed a comprehensive understanding and explanations for the
foster children’s behaviour. This was particularly evident in *Amy’s’ account, aged 9
at the time of the interview. This shows that even quite young children have the
ability and are motivated to understand famuly changes. In some cases, participants
were able to take this a step further and appreciate the need for different treatment
between themselves and the foster child. Exposure to the foster child’s behaviour also
links to Pugh (1996) in which she talked about these children being exposed to areas

of life from which most parents would want to protect their children.
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For “Joseph’ although he clearly gave examples of being exposed to new and
challenging behaviour, there was less evidence that he had developed an
understanding of the foster chuld’s background. It 1s mnteresting to speculate on why
this was absent in his account, and may have been due to the limited amount of time
in which he had been fostering. If so, it hints once again to the passage of time as an
important adjustment factor.

There were many avenues through which participants developed this
understanding. This included for example, having prior information provided by the
fostering agency. In ‘Daniel’s’ case this involved being helped by other famly
members to understand. This suggests the importance of the involvement of others,
both within and outside of the family in aiding children’s understanding of the process

of change.

Developing an understanding had important consequences for participants. It
engendered feelings for the foster child with some saying they felt “sad’ and ‘sorry
for’ the foster child. Developing feelings for another is important 1f someone is to
invest in the building of a relationship with another, and there were clear links
between having an understanding and of participants making a concerted effort to
make the foster child feel welcome within their family. For ‘Damiel’, this also led him
to compare the foster child’s life to his own experience of family. This reinforces the
finding of Spears & Cross (2003) and Wilkes (1974) who suggested that fostering

enables own children to develop a greater appreciation of their own family.

In summary, the category identified as *Seeking to Understand’ provided
insight into the process by which participants developed an understanding of the
changes that had occurred within their family. In linking this to existing literature, 1t
provides a closer look into the dynamics of the foster placement and interactions
between participants, an area identified by Prosser (1978) and Bermdge (1997) as
lacking in the foster care literature. It is clear that in many instances the claim made
by Pugh (1996) is further reinforced in the accounts given in this study. with
participants demonstrating an awareness of complex emotional issues that could be
argued to be ‘beyond their years’. At the same time, however, there is a body of

research suggesting that having ‘meaning’ for an experience like this plays an
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important role in ‘resilience-building’ (for further discussion, see McCubbin,
Thompson, Thompson & Futrell, 1999). In addition, it highlighted the important role
of others 1n aiding the search for and development of an explanatory account for these

changes.

Seeking to Understand: Climcal Implications

This process, coupled with findings from previous studies, suggest that
children do seek to actively understand changes that take place within their family.
The involvement of others in facilitating this process was shown to be important, and
therefore suggests a very crucial role for adults to undertake in helping this group of
children to adjust. This includes both parents and the professionals involved in
fostering services. For ‘Richard’, he did receive prior information from the fostering
agency, but this did not seem to be the case for others. Whilst there 1s a fine balance
between the issues of maintaining confidentiality and informing own children, if this
was done sensitively, then it may better equip children to be prepared for and tolerate
the entry of foster children into the family (Martin, 1993). After all, this study
suggests that children will search for explanations; by being more formally involved,

parents and the services can assume some control over this process.

4.14 Maintaining a Sense of Own Family

“Maintaining a Sense of Own Family’ represented participants” attempts to
hold onto a sense of their own family in the face of change. This was done through
having ‘time-out’ with their own family and also in experiencing the changes as a
family. This included involvement in decisions, particularly around the setting of

family boundaries.

A defining characteristic of this process was that involvement of other fanmly
members, primarily parents in this study, was important in enabling participants to
maintain a sense of their own family. This builds on the notion emerging in the
previous category of the involvement of others as necessary in helping children to
manage the transition. The findings of Hetherington, Bridges & Insabella (1998)
support this, in their conclusion of the parent-child relationship as crucial in mediating
the effects of major family transitions. Accounts given by participants suggest it 1s the

maintenance of a sense of their own family that is an important factor. This catcgory
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suggested therefore that whilst change was evident in participants’ families, this

needed to be balanced with some semblance of ‘sameness’.

The seeking of ‘time-out’ was one way in which participants were able to have
time alone with their own family without the foster child(ren). However, accounts
given by participants also suggested that the ability to facilitate this had several
potential barriers. Those who talked about having time alone with other family
members once the foster child(ren) had gone to bed were older than the foster
child(ren). Thus, age was a facilitating factor in being able to have time-out in this
way. It is interesting to note that this was absent in ‘Amy’s” account for whom all the
foster children placed within her family had been older than her. Given the ambiguous
nature of the literature regarding age-gaps between foster and own children, it is hard
to locate where this finding lies, but one tentative conclusion could be that where
foster children are older than carers’ own children, this may impact negatively on one

way In which own children are able to maintain a sense of their own family.

In ‘Daniel’s’ case, he also talked about having time alone with his own family
when the foster children in his family went into ‘respite care’ for a short period.
Respite care is predominantly used in long-term and specialist fostering placements,
but not all participants’ families undertook these types of fostering at the time of the
study. Again then, placement type could potentially be a facilitating factor or act as a
barrier in enabling participants” and their families to have time-out together. When
time-out periods did occur, participants could see the benefits of this not only for
them but also for other family members. This was particularly so in “Daniel’s’

account.

Experiencing the transition as a family was another way 1n which this process
was facilitated, and participants expressed an awareness of experiences suggesting
that not only they but also others in their family were having a similar experience to
themselves. This reinforces the argument outlined in the Chapter One that 1t 1s the
family who fosters (Martin, 1993). Interestingly for ‘Joseph™ whose account shows his
acute awareness of the changes his family had gone through since they had started

fostering, he was vigilant to situations that reminded him of his family as 1t was prior
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to fostering. It seems therefore that these children may look out for situations which

serve as reminders of their family as it was.

For ‘Luke’ his account showed that he had much less of a sense of his ‘own’
family compared to other participants. It is possible to speculate that since he had
been fostering for all of his life, he did not have such a strong sense of what his “own’
family was because he had always lived with foster children in the family.

In summary, participants in this study showed efforts to try and hold onto a
sense of their own family in the face of change and the ability to do this was
dependent on the involvement of other farmly members, particularly parents.
Participants expressed a number of different ways in which this was done, along with
potential barriers. Maintaining a sense of their own family not only had benefits for
participants, but it was also suggested that this could benefit other family members as
well. The accounts of participants provide speculation that being able to maintain a
sense of family is somewhat dependent on the length of time the family has been
fostering and the age of carers’ own children, with ‘Luke’ whose family had been

fostering since he was bomn, having much less of a sense of his own ‘famly’.

Maintaining a Sense of Own Family: Clinical Implications

One way to view this attempt to hold onto a sense of their own family could be
as a ‘protective’ factor for carers’ own children. Clearly, participants gained from
maintaining their ‘own’ family. Interestingly, one of the participants recruited into the
study but who pulled out prior to interview, had experienced a recent placement
breakdown within her family. In talking to the Family Social Worker during the imtial
recruitment process, it seemed that one of the reasons the placement had broken down
was because the entry of the foster child into the family had caused huge changes
within the family, including the erosion of particular family routines in which the
carer and her own child spent time together when she returned home from school.
Whilst this can onlv be speculated upon, it perhaps suggests that being able to
maintain a sense of family mayv be an important factor in helping carers own children
adjust to and sustain the placement. If so, then being able to maintain as sense of

one’s own family may indeed act as a protective factor. It would then be important for
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professionals working in fostering services to work with foster families on this issue

and put in place mechanisms to ensure the continuation of the *family’.

4.1.5 Finding a Role

‘Finding a Role’ represented a process in which participants attempted to
locate a role for themselves within the family following the transition. It was
understood that the previous categories formed a backdrop enabling participants to
find a role for themselves within this new family structure. This supports Satir (1967)
who stated that whenever a new member enters a family, existing members need to
make adaptations to their own role. Two ‘roles” were identified in the accounts of
participants. The first was a family-oriented role involving a process in which
participants assumed a role of responsibility as a family member. This entailed
dealing with difficult situations and helping around the home. The second identified
role was one in which participants helped the foster child to settle into their famuly.
This mmvolved making an effort and doing activities together. Having something in
common with the foster child was an additional factor in facilitating the bulding of a

relationship between participants and the foster child.

In taking the first role, there is some evidence in existing literature linking to
the idea of carers’ own children assuming a role as a responsible family member. In
some of the accounts given by participants, they talked of actively intervening to
manage difficult behaviour displayed by the foster child. Spears & Cross (2003)
found that some children in their sample talked of learning how to “parent’ by
watching the strategies used by their parents, and some felt it was their role to “parent’
too. It may be therefore that children do feel a responsibility to help parents out even
when this may not openly be expected of them, and that observing parents is one way
in which they learn to do this. Certainly, for ‘Joseph’, he talked of wanting to help his

parents out when he intervened to stop one of the toster children being aggressive.

Another important theme to emerge, and particularly prevalent in ‘Richard’s’
account was the need to also have strategies to help himself cope. This seems very
important but was not apparent in all accounts. This can be linked to existing
literature, for example, evidence that this group of children are at nisk themselves of

becoming disturbed (Ellis, 1972) through exposure to experiences such as violence
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(Part, 1993; Pugh, 1996). There is therefore a real need for children to be able to look
after their own well-being. For ‘Richard’ it seemed that his family had provided him
with his own “space’ within the household, which the foster children were not allowed
to go mnto. Although this may not be practical for many families, there appears to be a
real need for carers” own children to have strategies to help them cope with the foster

placement.

Accounts also showed that participants acted as a support to parents, whether
this was helping them in managing difficult behaviour or just being around at home.
This reinforces the findings of Pugh (1996) and Fox (2001) of own children acting as

a form of practical and emotional support to their parents.

The second role identified in the accounts of participants was one in which
participants took on a role of helping the foster child to settle mnto their family. This
was linked to participants’ understanding of the foster child’s life. Whilst this builds
somewhat on the conclusions of Pugh (1996) that carers’” own children do make an
important contribution to the fostering experience, this particular role has not been
previously discussed 1n the literature. The assuming of this role 1s perhaps not
surprising given that carers” own children are the family members most likely to
spend the most time with the foster child, either through the sharing of bedrooms or
through the expectations of ‘companionship” (Part, 1993). Nevertheless, this
highlights a further role that participants undertook and provides insight into the

dynamic process that takes place between carers’ own and foster children.

The link between having an understanding of the foster child’s life and making
an effort to help them settle into the family is an important one and again points to the
importance of helping this group of children to have an explanation for why the child
is in foster care. After all, this could have potential implications for the progress of the
foster placement. If for example, children do not have this background knowledge, 1t
could be hypothesized that they may make less of an effort to welcome the foster
child into the home and get to know them. This could have a negative impact on the
placement. This reinforces the idea that the experience of a fostered child can be

greatly affected by the response of carers” own children (Hill, 1999).
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Within this, the analysis highlighted a number of other factors that could affect
how this process occurs. ‘Daniel’ talked about how the personality of the foster child
was 1mportant in determining how much effort he made: others talked about being the
same age or sex and having shared interests as important factors in getting to know
the foster child. This links with the idea of ‘matching’ in placements where, in an
ideal situation foster children’s needs are ‘matched’ with a placement that is suited to
meet those needs. This may therefore also include matching the foster child with
carer’'s own children in terms of some of the factors described above. In reality
however, this can be difficult to do, particularly for example, where availability of

placements can be limited and the need for a placement can be immediate (Triseliotis,

1980).

In addition to this, the account given by ‘Richard’ suggested that there could
be consequences to performing this role. For him, he seemed to become a *confidante’
m which the foster child confided her worries about being placed with the family.

This relates to Pugh (1996) and Macaskill (1991) who argued that carers” own
chuldren can act as a ‘bridge’ between the foster child and carers, and mav be confided
in regarding disclosures about abuse. Thus, taking on a role of this nature could

potentially place these children in a further role of responsibility.

In summary then, from the accounts of participants in this study, carers’ own
children assumed roles of responsibility, both in seeing themselves as a responsible
family member and also in helping the foster child to settle into the family. They
appeared to take these roles on willingly and become both peers and quasi-carers at
the same time (Martin, 1993). Whilst existing literature highlights the positive and
negative impact of fostering on these children, many studies have focused on the
latter. What was particularly striking with participants in this study was the eftort they

put into understanding the foster child and the roles they subsequently assumed.

Finding a Role: Chinical Implications
If, as the literature and findings of this study suggest. children do willingly

take on roles of responsibility within the foster family, then this has important clinical
implications. Foremost is the need for these children to have support mechanisms in

place. One way in which this can be achieved was highlighted 1n *Richard’s” account
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through the setting up of strategies to help them cope with the foster placement.
Whilst this appeared to have been arranged mformally by ‘Richard’ and his parents,
this could also be done more formally at a service level. Attendance at a support
group for carers’ own children could also be helpful. In Chapter One, Pugh (1996)
outlined the benefits of such support groups (p17). Taking this need to a wider level.
this reinforces the need for carers” own children to be involved in training and given
information about the profiles of children entering foster care along with some
preparation of what the experience of fostering may be like. Services must
acknowledge that, as shown by participants in this study, children do assume roles of
responsibility willingly. Whilst this can have clear benefits for the foster child,
services must safeguard carers’ own children and take steps to monitor the potential

impact on them of assuming such roles.

For the Clinical Psychologist, present in many looked-after children’s (LAC)
services today, and working alongside other services, such as Social Services, they
have a crucial and valuable role to play in this field. Firstly, the study adds valuable
knowledge to the processes children can go through when dealing with family
transitions. Secondly, since many families present at these Child and Adolescent
Mental Health Services (CAMHS) when there are difficulties or when placements are
at risk of breakdown, Clinical Psychologists have specialist skills in systemic models
and thus are able to consider the impact of fostering on the whole family and can
incorporate the needs of all family members into clinical work; for example, in
situations where serious emotional or family problems may arise. Furthermore, there
is an important role in training and raising awareness of these issues among other
professionals in the field and to those directly involved in caring for foster children
(DCP, 2004). After all, good psychological preparation is an important factor in
helping to prevent breakdown (Berridge, 1997).

In linking all of these implications to a policy level. they clearlv fit into the
principles underpinning both the Children’s Act (1 989) and the emerging National
Service Framework (NSF) for children and voung people that will soon to be
introduced within the NHS. The Children’s Act (1989) stipulates clearly that the
welfare of the child is paramount and that children should be protected from harm.

This research reinforces the findings of other studies and demonstrates that carers’
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own children can be exposed to difficult and disturbing behaviour from foster
children. Furthermore, it states that children should be informed and included in |
decisions about them, and this relates to inclusion in plans to become a foster family.
With an emphasis on prevention, early intervention and child-centred care in the NSF.
this calls for children to be involved in training and in gaining support if they are to
cope with foster placements. This 1s particularly important in the knowledge that
children do take on responsible roles within the family.

4.2 A Methodological Critique

There are a number of methodological issues arising from this study that
warrant consideration. This includes an examination of the employment of grounded
theory strategies, locating the sample, the impact of the researcher on the analysis and

finally, 1ssues surrounding research with children.

4.2.1 Using ‘Grounded Theory’

The analysis of the data and ensuing model were based on the accounts of five
participants. The study was limited to a number of five due to a difficulty in recruiting
participants. Whilst this started with responses from two children following the
recruitment process (outlined in Chapter Two, section 2.5.1), the researcher then had
to keep re-contacting the fostering agency, who had to go through a process of re-
contacting families about the project. This difficulty in gaining access to participants
along with time constraints meant that the method of theoretical sampling could not
be applied in this study. Of the participants involved in the study, this did include
variation in the sample and a negative case analysis was identified in ‘Luke’
however, it is recognised that the resulting theoretical account and many of the
categories identified within it, did not contain as much variation and richness that

would have ideally been the case if theoretical sampling techniques had been
employed.

Another consideration surrounds the nature of theoretical saturation. As noted
in Chapter Two, the end-point of a grounded theory study should ideally be
determined by the theoretical saturation of data categories, that is, the point at which
new data fails to give rise to new ideas in the development of the analysis (McLeod,

2001). Proponents of grounded theory have suggested that theoretical saturation
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generally begins to occur after the analysis of 5-10 cases (Rennie ef al, 1988). The
analysis in the present study was based on five cases and it is acknowledged that
many categories did not reach saturation point. More interviews would be necessary

in order to claim for theoretical saturation.

An additional factor concerns the debate outlined in Chapter Two (see section
2.2.5) surrounding whether or not the ultimate aim of a grounded theory study should
be to build comprehensive theoretical systems. As Charmaz (1995) and Henwood &
Pidgeon (1995) point out, when conducting research the reality of constraints
surrounding time and access to participants can mean that this is not always possible.
However, important insights and understanding of phenomena can still be gained
from accounts that have conceptual depth. In this study therefore, whilst a claim
cannot be made for the development of a comprehensive ‘theory’, the model
developed from the data analysis gives useful insight into a previously unresearched
area. Indeed, this study highlights a range of factors that may be important for
children going through the transition to foster family status. In linking this to existing
literature in the field, it forms an important springboard for future research 1n this

arca.

4.2.2 Locating the Sample

It is also interesting to look at the resulting sample in the context of sample
populations used in previous studies. In this study, the sample was derived from an
independent fostering agency. In reviewing the accounts of previous studies involving
foster carers” own children, this has involved a mixture of samples taken from both
local authority and private or independent fostering agencies. In many of these
previous studies, authors have talked about the lack of involvement of carers’ own
children in the assessment and preparation process. In the present sample, the
assessment protocol followed by the fostering agency did include consideration of
these children, with a section designated to asking them their views about fostering.
They also ran a support group for carers’ own children that took place twice-yearly.
Whilst this did not necessarily come up in the accounts participants ga\c. 1t 1s

important to locate the emergent findings within this context of inclusion.
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In addition to this, the recruitment process followed meant that participants
opted into the study voluntarily. Interestingly however, only the first two interviewees
responded in this way. The remaining three participants were followed up through the
fostering agency and then by the researcher and could therefore have potentially felt
more ‘encouraged’ into taking part rather than responding through their own
initiative. The three interviews that fell through were also recruited via this latter
process. Following attendance at the Carers” Support Group to talk about the project,
the researcher had planned to attend the Birth Children’s Support Group however this
was subsequently cancelled. Had this taken place, it would have given the researcher
more direct contact with this group of children to discuss the project and may have
resulted in a different response rate. There was also an imbalance in the gender of
participants, with four males and only one female. It would therefore have been useful

to be able to include more females in the study.

Participants recruited into the project were also all involved in ongoing foster
placements at the time of the study. This suggests that it might be harder to get access
to children in families where placements have broken down. This would have been
useful in get a contrasting account as 1t would have provided a negative case analysis
and more variation in data categories. This is particularly interesting given that one of
the children recruited into the project had recently experienced a placement
breakdown within her family, but subsequently decided she did not want to take part

in the project.

4.2.3 Impact of Researcher on Analysis

In taking on board the idea that the researcher has an impact on the research
process, the researcher was aware of resonating with some interviews more than
others. This was particularly the case with ‘Daniel’ and ‘Richard’ and may have been
because of the comprehensive nature of the accounts they gave. In conducting the
analysis, the researcher reached a point in which a model had been developed, but felt
concerned that it was mainly representative of these two interviews. Aware of this, the
researcher went back through the analysis and re-examined the data to attempt to
develop a model that more broadly represented all of the accounts obtained. In the

final model, the researcher did draw on both ‘Daniel” and "Richard’s™ accounts quite
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heavily, but felt they made the most conceptual sense and were thus used to “unlock”

the accounts of the other participants.

4.2.4 Conducting Research with Children

There are also a number of important factors to consider in conducting
research with children. Firstly, the recruitment process is an essential first step in
encouraging children to take part in research. The recruitment process in this study
was quite comprehensive. Talking about the research with parents was an essential
first step particularly given that all participants were under the age of 16, indicating
that parents would need to give consent for their children to participate in the project.
This enabled parents to take away an Information Sheet about the project for their
children to talk it over with them, and then have an opportunity to meet with the
researcher to discuss any concerns before giving consent to take part. At this meeting,
it was important for the researcher to be clear with participants that they themselves
were not an employee of the fostering agency and also to be clear about the
dissemination of findings. This was important in ensuring they knew that nobody
would find out exactly what they had said. Whulst this process was useful, 1t also had
its limitations. In going through the parents as a first point of contact about the
project, the researcher was reliant on parents discussing the project with their
children. It can be hypothesized that if parents were not very keen on the idea of their
children becoming involved, this may have influenced the way they talked to them
about the project, and may be reflective of the poor response rate.

A second crucial part of the recruitment process is gaining consent. It was
important to take time to fully explain the purpose, process and intended outcome of
the project to participants and seek their consent on that basis (Lindsay, 1999), as well
as clarify the role the child was expected to play during the interview (Nespor, 1998).
This was to ensure that as far as possible children gave informed consent. Again
however, if a parent is also required to give their consent for the child to participate in
the research, they therefore know that the child has taken part and also know the focus
of the research. Natural curiosity and concem could potentially lead them to question
the child or researcher about what was said, and this could put pressure on the chuld.
Again therefore, it was important to address these 1ssues when gaining consent.

Consent was sought on the understanding that what the child said would not be passed
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onto parents and that parents would receive a general summary of the themes
emerging from the data. The recruitment and consent processes are therefore very

important when doing research with children.

Despite a careful and comprehensive recruitment and consent process, the
researcher was however aware of a power imbalance in the interviewing relationship.
This was particularly felt in ‘Luke’s’ account. At the initial consent meeting, ‘Luke’s’
mother had commented to the researcher that her son might be very negative about the
fostering experience because at that time the family were experiencing some
difficulties with the foster child in placement with them. Whilst the researcher
reassured her that participants could say whatever they wanted to, the researcher was
surprised at the interview given by ‘Luke’, particularly the lack of ‘negativity” in the
account. [t 1s interesting to speculate on why this might have been. Hall (1996) argues
that children can be intimidated in interview situations and may attempt to please the
interviewer. Cole (1986) and Saarni (1984) argue that children of all ages will
withhold emotion-laden information and try and mask negative feelings. Whilst this
contradicts with other research (see Amato & Ochiltree, 1987), this nevertheless has

important implications when involving children in research.

A third factor to consider in doing research with children is the interview
itself. In this study, a wide age range of children were interviewed, ranging from 9-15
years old. Although one interview structure was devised, executing the interview with
participants felt different with children of different ages. In particular, despite
thinking carefully about the wording of questions, the interviews highlighted that
participants did not always understand the questions. This was particularly evident in
‘Amy’s” account who was the youngest of all participants. The researcher attempted
to use a wide range of open-ended questions to allow participants to raise any issues,
and closed questions to gain more specific responses about matters raised (Hall,
1996). At times however, the researcher felt that she had to prompt a lot more than
may be the case if interviewing adults, and consequently spoke quite a lot in the
interviews. Amato & Ochiltree (1987) acknowledge that children can find intensive
questioning difficult and can have more difticulty understanding questions than
adults. Furthermore, in terms of using quotes as the kev component of a grounded

theory analysis, participants did not always give long verbal quotes.
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4.2.5 Dissemination of Findings

In terms of dissemination of the findings, participants were not asked to give
feedback in light of the emerging theory. Some of the concerns surrounding
respondent validation were discussed in Chapter Two and 1t was felt that attempting
to obtain participants feedback would prove difficult due to the inherent power
balance between the researcher and participants. However, the researcher produced a
summary of the findings (Appendix 6.11) with covering letter that was subsequently
sent to participants, with the opportunity to meet with the researcher to discuss them if
requested. This was not taken up by any of the participants. In addition to this, a
summary of the findings was sent to parents and the fostering agency (Appendices
6.12 and 6.13). As part of this dissemination process, the researcher arranged to attend
a Foster Carers” Support Group meeting to present the findings of the study to parents
and also to attend a Birth Chaldren’s Support Group to discuss the study with carer’s
own children. These two feedback sessions have been planned to take place in July

and August, following submission of the research for examination.

4.3 Reflections on the Research Journev

As noted earlier, this was the first time the researcher had undertaken
qualitative research. This section describes some of challenges faced by the researcher
in carrying out a qualitative study and ends with some reflections on the impact of the

process on the researcher.

43.1 Challenges
A key aspect of the Clinical Psychologist’s role involves the use of the climcal

interview to assess each individual client. This involves building rapport with the
client through the use of ‘active” listening skills that include summarising and
reflecting back information. Whilst this process is important in research settings, the
research interview is somewhat different in emphasis. With a Grounded Theory study
in particular, where there is focus on the meaning of verbal content it is especially
important that the researcher does not summarise what the participant is saying into
their own “professional’ language. Summarising and reflecting however remained
important for the researcher in communicating to participants that she had understood
what participants were saying, and this 1s evidenced throughout the transcripts. The
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researcher found 1t much harder than expected to switch in emphasis from a clinical to

a research interview.

There were also a number of practical challenges to conducting a qualitative
study. The task of managing a process that was by definition, non-linear was
challenging for the researcher. Moving from one stage to another, back and forth from
data analysis to further data collection meant that at times it was very difficult to hold
onto a sense of the project as a whole whilst attending to the various different parts of
the study. Within this process, the researcher found it difficult to initially think
abstractly about the data. This was partly due to being new to the process but also
linked to a concern about getting it ‘wrong’. Whilst acknowledging there are no
‘right” or ‘wrong’ answers in qualitative research, the researcher found it difficult to
challenge this assumption and it took time to accept that one needed to take a ‘leap of
faith” and believe in what one was doing. Using the method of constant comparison
however, was employed to try and ensure the developing account remained

‘grounded’ 1n the experiences of participants.

Giles (2002) suggests that the popularity of a Grounded Theory approach is
down to its intuitive nature. Certainly, the development of a ‘model” was found by the
researcher to be a very creative process. By drawing on a range of techniques, such as
memo-writing and using the “flip-flop” technique (Strauss & Corbin, 1990), this
enabled a process of unblocking thoughts and developing and integrating emerging
1deas from the data. Qualitative researchers talk about the need to ‘immerse’ oneself
in one’s data. Whilst this was an essential part of the process, the researcher often
found it hard to then re-emerge from the data, and the use of regular supervision and
access to a Qualitative Support Group was essential in being able to check out 1deas
about ones data and in ensuring that these ideas were “grounded’ in the accounts given
by participants. A further ditficulty for the researcher was in getting what was
essentially a ‘process’ down on paper, and telling a story that represented all of the
accounts as a whole whilst retaining meaningful nuances of individual accounts.
There were therefore a number of practical challenges that the researcher experienced

in carrying out a Grounded Theory analysis.
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4.3.2 Researcher Reflections

The nature of qualitative research is such that it requires the researcher to
“own one’s own perspective” (Elliott ez a/, 1999). Thus, the process of self-reflection
1s necessary in order to identify one’s assumptions, opinions and expectations. This
was outlined in the Methodology section (see 2.4.2). In going through the research
process, the researcher found this had an important impact on her prior assumptions,
opinions and expectations. For instance, initial assumptions were based on an idea
that the transition to foster family status would be negatively experienced by
participants. The researcher was surprised to learn from participants that, whilst this
transition did change their family in many ways and they were faced with many
difficult situations, they made a real effort to understand the foster child’s life. The
researcher was surprised at the effort they put into welcoming the foster children into
their family and in helping them to settle in. This left the researcher with an
acknowledgement that just because a situation could be hard, this did not mean it had

to be a wholly negative experience for these children.

This challenge to prior assumptions was also evidenced throughout the
analysis of the data. As soon as the coding phase began, ideas about the negative
impact of fostering on participants did not emerge as had been anticipated. Thus,
although the researcher entered the project with ideas about the negative impact of
transitions on children, she was drawn to, and surprised by categories that had nothing

to do with these assumptions.

The researcher also felt the research process highlighted a point made by Pryor
& Rodgers (2001) that children’s views and experiences of change can differ
significantly from the assumptions made by adults, as evidenced here through the
researcher’s assumptions. At times for example, the researcher was surprised by the
responses of participants. An example of this came 1n “Amy’s’ interview where she
spoke about having to give up her bedroom when a foster child was placed with her
family. In asking how she felt about having to share with her brother, the thing that
had bothered her most was that the colour scheme in her brother’s bedroom was not to
her taste! This response served as a reminder to the researcher that children are not

alwavs necessarily concerned with the same 1ssues as adults.
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Finally, it was important to link the lessons learned with the researcher’s role
as a clinician. In working with children in services where families often presented
with their child because of some difficulty or problem either with the child or within
the family system, it highlighted that, as a clinician, one can obtain a skewed view of
the negative impact of many different life experiences on children. What the research
sensitised the researcher to was a reminder that children can be very resilient and
adaptive in the face of difficulties and changes within their life, and this had an
important impact on the researcher’s ensuing clinical work in trying to hold onto a

more balanced view of children’s responses to a range of situations and experiences.

4.4  Future Research Implications

The present study informs potential areas for future research in a number of
ways. The suggestions put forward here centre predominantly around a notion of
family-based research. This follows the interests of the researcher but is also in
recognition of ideas set out in Chapter One: in a climate of the recognition of having
child-centred care, this calls for the need to have clearer understanding of the
experiences of children living in various famuly structures so that services are more

informed of the child’s perspective and can tailor services to meet their needs.

Firstly, due to some of the practical constraints of the study described earlier,
it would be useful to extend the present study and seek to do more theoretical
sampling to gain more variation and conceptual depth within categories, and also to

develop categories to ‘saturation’ point.

There are also a number of interesting themes to emerge from this study that
could be usefully studied in greater depth in further studies. Of particular interest 1s
the idea of participants’ maintaining a sense of their own family as a potential
‘protective’ factor in the transitional process. Further exploration could focus more
closely on the meaning of this for carers” own children and on what happens n
situations where this might not be present. In addition, research could look at the
impact of this process of the maintenance of “own’ family as difterent from the
“foster’ family on the foster child. One might hypothesize that this could have an
effect on the level of integration they are able to make into the foster famuly. Linked

into this, it would also be interesting to focus on the function of respite carc for foster
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children. This seems to act as a very clear message that the foster child is in some way
a separate entity to the family. It would therefore be mnteresting to examine foster

children’s constructions of respite care.

All of the participants in the present study were involved in ongoing foster
placements. It would therefore be useful to conduct a similar study involving children
in families where the placement has broken down. This could provide insight into
whether children in these families follow similar processes to participants in this study
or not, and would provide important insight into the dynamic process of own

children’s experiences of foster placement breakdown.

Given the emphasis in the present and previous studies on the importance of a
family approach to fostering, it would also be interesting to conduct a family-based
study involving both parents and their children to see how perspectives may ditfer on

factors involved in the transition to foster family status.

This study identified that the transition to foster family status 1s not a static,
but rather an ongoing and evolving process. This concurs somewhat with the
experience of being a child living in foster care, for example, they may be placed with
several different families. The nature of foster care today is also characterized by the
fact that many foster children are eventually reunited with their birth families. In a
similar sense therefore, the transitional process for them is also a continuous one. It
would thus be interesting to undertake a study looking at their constructions of
adjustment to family transitions to see whether this has any concurrence with the

processes identified in this study.

Finally, it has been shown in this study that the factors important for children
in the transition to foster family status have some concurrence with the factors
important in marital transitions. It would be useful to take these findings and look at

whether other forms of family transitions share similar factors, for example adoptive

families.
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4.5 Conclusions

The present study has highlighted a range of factors that may be important for
children going through the transition to foster family status. For participants in this
study, this centred on going through an active process of attempting to “redetine’ their
family. In particular, they attempt to understand these changes and to find a role for
themselves and their own family in this new family structure. The involvement of
other family members 1s crucial in helping these children to manage the transition,
emphasising the need for a family approach to adjustment. This study supports the
findings of previous research and shows that this group of children do play an
important role mn fostering, placing themselves in responsible positions within the

family by becoming both peers and quasi-carers to foster children (Martin, 1993).

This study adds further knowledge, of a qualitative nature, to the foster care
literature, by providing more detailed understanding of placement dvnamics and the
interactions between family members. It also adds insight into the way children
experience and make sense of this particular family “transition’. The accounts given
by participants in this study suggest that children can show great resilience and
adaptation in the face of quite considerable change (Pryor & Rodgers, 2001) and that
they are able to convey their experiences to adults. This demonstrates that research

involving children is both possible and useful.

The clinical implications of this mean that children’s services need to more
clearly involve this group of children in training and preparation for living as a foster
family. Taking a family-based approach to assessment could effectively do this (e.g.
McCracken & Reilly, 1998). Coupled with the messages from public policies, this
emphasises the need for services to take on the responsibility of safeguarding the
emotional and psychological well-being of these children by putting in place

comprehensive support packages.

This poses a number of challenges to the way services are set up and to the

practice of clinicians. It remains to be seen whether they are able to incorporate these

messages into their practice.
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6.0  Appendices

6.1 Initial letter to Foster Care Associates

104 Regent Road
Leicester LE1 7LT - UK
Tel: +44 (0)116 223 1639
Fax: +44 (0)116 223 1650

9% Tune 2003

Dear Ms. (Team Leader),

I recently spoke with (Social Worker) about a research project I am currently planning
and she advised me to put my ideas in writing to you as Team Manager. I understand
she may have already spoken with you about the proposed project.

I am a Trainee Clinical Psychologist currently undertaking my Doctorate in Clinical
Psychology Training in conjunction with the University of Leicester and
Leicestershire Partnership NHS Trust. As part of my training, I am required to plan
and undertake a research project. Arising from my experience of working with
children as part of my training, I am particularly interested in the different forms of
family life in which children often live.

In looking at the research that has been done on foster famulies, there appears to have
been a lot of emphasis on examining the experiences of those children placed in foster
care, and more recently, research into the stresses and strains experienced by carer’s
themselves. There appears however, to have been little emphasis on the experience of
fostering from the perspective of carer’s own (birth) children. This is interesting, since
placements with foster families where carers own children are present appear to be a
COmmon OCCUITence.

I am therefore proposing to undertake a study looking specifically at the experience of
fostering from the perspective of carer’s children. Please find enclosed an Information
Sheet outlining my research proposal in more detail. I have attempted to address some
of the questions I am sure you will have, and given an outline of the proposed process.
This is an initial draft and so is not yet set in stone! I would therefore very much

appreciate your comments on this.

In short however, I am proposing to interview a small sample of children (approx 8-
10 children in total) whose family have a foster child in placement with them. Iam
primarily interested in getting an understanding of how they expenence having a

foster child in their family and how this impacts on family relationships. The project \v’
is aimed at getting an account of their experience only, and no questions would be '\
P QUieN's
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asked about the foster child in placement. If possible, I would like to interview
children aged between 10-18 years old. Although the age gap is wide, I think it would

be useful to get the perspectives of a wide age range of children, as [ wonder whether
the situation would be experienced differently for children of different ages.

I am therefore writing to enquire whether 1t would be possible to access birth children
through your agency for participation in this project. When I spoke with (Social
Worker), 1 was very encouraged to hear that you currently run a group for birth
children.

[ would be most grateful if you could spend some time reading through my proposal
to see if your agency would be interested in becoming involved. I would be happy to
meet with you to discuss this project further and address any questions or concerns. If
necessary, | am able to provide a letter from the University confirming my traimming
status and their approval of the project. Prior to commencing the course, and given
that I work with children as part of my training, I underwent a police check and am
also able to provide confirmation of this if necessary.

[ can be contacted at the university address at the top of the letter or alternatively,
have provided my email address and mobile number.

[ look forward to hearing from you.

Yours sincerely,

Helen Young (Miss)
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6.2 Information Sheet to Foster Care Associates

THE CHILDREN OF CARERS:
AN INVESTIGATION INTO THEIR EXPERIENCE OF FOSTERING

INFORMATION SHEET

What is the research about?
This research is interested in finding out about the experience of fostering
from the perspective of foster carer's own (birth) children.

Why?

Placements with foster families where the children of carers are present are a
common occurrence. In looking at the foster care literature, there has been a
lot of research examining factors that seem to be associated with a placement
being successful or not. Indeed, one of the recurrent findings has been that
foster placements are more likely to break down when fosters carers are looking
after their own as well as foster children.

Children who are placed in care are there for a diverse number of reasons.
These may include experiences of parental deprivation, whether from
inadequate and/or abusive parenting, or tragic circumstances, such as loss or
death. For carers, the decision to foster means opening their home to other
people’s children. In doing so, they and their family, must go through a process
of adjustment to accommodate the foster child and enable him or her to feel
part of family life.

Foster children themselves have been the subject of much research and
attention and there have been many studies examining their experiences of
being in foster care. Equally, there has been some research looking at the
experience of carers and the stresses and strains they experience. There is
however, very little written about the experience of fostering from the
perspective of carer’'s own children.

Why are these children important?

Foster carer's own children play a crucial role in the foster placement. For
instance, the experience of a fostered child will undoubtedly be affected by the
response of the carer’s own children. A positive response from their own
children will encourage foster carer's fo persist, whereas unhappiness or
resentment may, at the very least, evoke doubts about whether it is worthwhile.
In this way, they therefore have the potential to exerta powerful influence
over the progression of a placement. In addition, they may actasa role model
and form a 'bridge’ between the foster child and carer. They may even become
the first recipients of a disclosure if children have been abused. Also, They
often act as a support to their parents, both at an emotional and practical level.
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What will the research involve?

The research will involve doing an interview with each child who participates in
the study. It is envisaged that 8-10 children will be interviewed in total. In
order to get a wide range of views, it is hoped that children between the ages of
10-18 years old will be included. The interview will last for approximately 40
minutes - 1 hour.

Each child will be asked about their experience of having a foster child enter
their family, and how this impacted on them and their relationships with other
family members.

What will happen to the research?

Confidentiality

Each interview will be audiotaped and then transcribed. During transcription, all
identifying information will be changed to ensure anonymity of the participant.
All tapes and transcripts will be kept in a secure location and all information held
on computer will be password protected. Access to data will be restricted to the
principal researcher and supervisors.

Consent

For each child who would like to take part in the project, consent will be sought
from both parents and child. They will have the opportunity to meet with the
principal researcher to discuss the research and address any questions they may
have. If they decide to take part, each will then be asked to sign a consent
form.

If, at any stage during the research, participants no longer want to be involved,
they can withdraw from the research project. Any data collected from them at
that point, will be destroyed.

What will happen once the research is completed?

Once the research has been completed, a written summary of the findings will
be sent to each participant who took part. Parents will also be provided with the
opportunity fo receive a summary of the main findings. An opportunity to discuss
them with the principal researcher will be offered to all. A report will also be
provided to the Fostering Agency from which participants were accessed. It is
envisaged that the project will be submitted for publication to a relevant

Jjournal.



6.3 Letter from Foster Care Associates A FCA

Foster Care Associates

' ANGLIA

Miss Helen Young
University of Leicester
School of Psychology
Clinical Section

104 Regent Road
Leicester

23 July 2003

Dear Helen

Thank you for your letter.

I have discussed your proposal with The Director of Foster Care Associates, and we feel
that a Research Project in this area would be beneficial. We would need to speak to the
carers imtially, to see how they felt about participating with the project.

I would like to meet with you to further discuss your proposal. May I suggest Thursday
7 August at 2:00 pm. If this time is inconvenient, please contact me on (0116) 2854833

to arrange a more convenient time.

Yours sincerely

TEAM MANAGER
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6.4 Information Sheet for Parents

INFORMATION SHEET FOR PARENTS

The Children of Carers:
in Investigation into their Experience of Fost@l"ing

~Whatis this. dject about ?

This project is about finding out what it is like for your own children to have a
foster child come and live in their family.

SWhyareyourg Idrenimportant ?

We know that your own children play a very important part in fostering. We
know that the reaction of your own children to the foster child can affect the
placement in many ways. A positive response from your own children may
encourage you to persist, even when things are difficult, whereas unhappiness or
resentment may, at the very least, evoke doubts about whether it is worthwhile.
Your own children can sometimes act as a role model for the foster child. They
may even be the first person a foster child turns to and makes a disclosure if
they have been abused. We know your own children of ten also help you out, both
practically, in looking after the foster child, but also as a source of emotional
support. Your own children therefore play an important part in fostering!

Jncouraging youi. _ u.lotell their story..

It is important to continue improving services for foster families and foster
children. To do this, it is crucial to understand what influences a placement to
continue or cease. I't is therefore important to understand how fostering
affects everyone in the family. One of the recurrent findings from previous
studies involving foster families, is that services have, at times, underestimated
the stresses placed on the whole family when a foster child comes into the

home.

We know about the important part your own children play in fostering, however,
we still know very little about what it feels like for them ona day-to-day basis
to have a foster child living with their family. THIS IS IMPORTANT! By
encouraging your child to tell their story, it can help foster care ser.'vices to
understand how to involve your children in planning and know what kinds of
support they may need. It can also help you as parents gain insi.ghf into how
fostering affects your children and help you to think, as a family, about how

each of you may react to fostering.



Whatwill*  iectinvolve ?

Your child will be asked to take part in 1 individual interview.

who can take part)

8-10 children will be interviewed altogether. In order to get a wide range of
views, both boys and girls between the ages of 10-18 years old will be
interviewed. The interview will last for about 1 hour. Where possible, it would be
useful to interview children who have had a foster child living in their family for
about 6 months, so that they have had time to adjust to this change.

What kinds of questions will be askeq>

Your child will be asked to talk about how it feels for them have a foster child
live with their family, and how they think this has affected them and their
relationships with other family members. The interview is interested in their
experience only, and no questions will be asked about the foster child in
placement.

Whilst the experience of each child will be different, the aim is to identify
any common themes or issues that emerge that appear to be important to
this group of children.

Wwhere will the interview take place >

You and your child can decide where you would like the interview to take place.
For example, this can be at home, or alternatively, a room can be booked at the
fostering agency.

what will happen to the information

Confidentiality

Each interview will be audiotaped. This is to aid the interviewer in remembering
everything that your child has said. Each interview will then be transcribed. This
means it will be typed out word for word. During transcription, all identifying
information will be changed to ensure anonymity of your child. All tapes and
transcripts will be kept in a secure location and all information held on computer
will be password protected. Access to data will be restricted to the interviewer

and supervisors of the project.

What your child has said in the interview will remain confidential between your
child and the interviewer. However, there is an exception to this: If your child
says something that raises child protection concerns, then this cannot be kept
confidential. This might occur, for example, if your child said that they were |
being bullied by the foster child or alternatively, if they said they were bullying
the foster child. Anything that implies a risk to them or someone else cannot
remain confidential. This will be discussed with your child prior to them o
agreeing to take part in the interview. If something like this does arise, it will
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be discussed with your child, you, and your supervising Social Worker at the
fostering agency.

oINING CONsep

For each child who would like to take part in the project, they will be asked to
sign a ‘consent form'. This is a written agreement recording that they
understand what the project is about and that they would like to take part. This
is also signed by the interviewer. For children under the age of 16 years old, you
will also be asked to sign the form giving your consent for your child to take
part. Prior to signing the consent form, you and your child will have the
opportunity to meet with the interviewer and address any questions that you
may have.

If, at any stage during the research, you or your child change your mind and
decide you no longer want to be involved, you can withdraw from the project.
Any information collected from your child at that point will be removed from the
study.

Wwhat happens if your child becomes upset after the interviey P

It is important to plan for every eventuality. If, for instance, your child
becomes upset after taking part in the interview, there is an agreement with
your fostering agency that your child will have the opportunity to meet with the
supervising Social Worker for the family.

what will happen when the project is completeq>

Following the interview, your child will be contacted within a month by the
interviewer. This meeting is important in checking out with your child that the
inferviewer has understood everything that they have said and not
misinterpreted any information.

Once all the children involved in the project have been interviewed, the
research will be written up and a summary of the findings will be sent to your
child for them to keep. As parents, it is important that you also receive some
feedback on the project. Whilst the specific comments of each child will be
anonymised to ensure confidentiality, you will receive an overall summary of the
main findings. An opportunity to discuss them with the interviewer will be

of fered, or alternatively, the interviewer can arrange to aftend the Carer's

Support Group to feed back.

A summary report will also be provided to Foster Care Associates, fhe fostering
agency involved with your family. This is important because the sfomes your
children have told about their experiences of fostering will provide valuable |
information in helping them to look at ways of improving the service they provide

to your family!
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65 Information Sheet for Children

YA UON..\AUE VT YOUR Hetp?

AProject to look at how you feel about Fosfering

Lots of parents who decide to foster children . ' T T
have children of their own to look after, like you. Ur\ Wews ar\e |mp0r‘ an
We want to find out what it is like for you to have a foster Y il o
child live with you and your family. This is your chance "
to tell us your story!

%
)i

We want you to ¢7ui .. Low to make it better

We think you play a really important part in fostering. We want to hear your story
because we want to understand what it feels like for YOU to have a foster child come
and live with your family. By telling us what it is like for you, this will help us to find
ways of improving the way that foster care services involve you in fostering.

So, if you are:

Aged between 10 and 18 years old

and
Have a foster child living with your family for at least 6 months

We want to hear your story!
We want you to take part in one individual interview. This will last for about 1

hour. You can choose where you want to do the interview. This can be at home or
we can book a room at the fostering agency. IT IS UP TO YOU.

My name is HELEN YOUNG and T am from the |
UNIVERSITY OF LEICESTER. I will be the person who interviews you. I am coming fo
Your next support group so that you can meet me. If you would like to take part, I will
arrange to come and see you so that you can ask any questions you might have about
taking part. We will then arrange a time to meet and do the interview.
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If you are under 16 years old, you will have to tell your parent(s) you would like to take
part. They have also been given some information about this project. After talking
about it with them, if you all think it would be a good idea for you to take part, then
that is great!

If you are aged between 17-18 years old, you do not need to get your parents consent, but
you may decide you want to tell them about it anyway.

‘Consent’ means agreeing to take part in the project. If you
agree to take part, then you, your parents (if you are under 16)
and me (Helen Young) will sign a ‘consent form'.

BUT
You can change your mind at any time. This means that if, at any
point, you decide you no longer want to take part that is fine.

(0 wiltakyou say

What you say in the interview will be recorded on audiotape. This will help me to remember
everything that you say. It will then be typed out and saved on a computer disk. When it is
being typed out, your name will be changed to make sure that everything you have said is
confidential. ‘Confidential means that nobody will find out exactly what you have said.

Once it is finished, I will write to you to let you know what I have found. If you think it
would be a good idea, I can come and talk at your Support Group. Your parents may also
Want to know what has happened. They will be given a summary of what people have said.
Remember, because all of the names will be changed, nobody reading the report will know
who has said what. I will also write to the foster care agency involved with your family to
tell them about the findings. Based on what you have said, this will help the agency think
thout ways in which they can improve or change the way they involve you in fostering.

50, IF YOU ARE INTERESTED IN TAKING PART,

L Show this sheet to your parent(s) (if you are under the age of 16) and talk about it

with them ‘
2. Fillin the information on the next page and send it back to me in the envelope

provided.
Once you have sent the form back to me, I will call you and arrange fo come and

meet you (and your parents if you are under the age of 16).



| roject to look at how you feel about Fostering

Date:

{, My Name is: Age:

2. My Address is:

Tel. No:

3. Please circle Yes or No:
I HAVE talked about this with my parents YES / NO

I HAVE NOT talked about this with my parents YES / NO

4. Please write down any questions or worries you have about taking part. (This will
help me to prepare for when I come and meet with you):
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6.6 Consent Form

CONSENT FORM
APf‘Ojec'r to look at how you feel aboyt Fosfel'ing
Interviewer: Helen Young
Based at: School of Psychology - Clinical Section,
University of Leicester, 104 Regent Road, LE1 7LT

I have read the Information Sheet about this project.

I have met with Helen Young, the interviewer. The project has been
explained to me, I have had the opportunity to ask any questions, and I
understand what I will be required to do.

I understand that the interview will be audio-taped. I understand that
the tape will be kept in a safe and secure place and the information I give
will be used for this project only.

I understand that the information I give will be treated as confidential.
However, T also understand that there are certain things that cannot be
kept confidential and these have been explained to me.

I understand that I can change my mind and pull out of the project at any
time if I want to.

I AGREE TO TAKE PART IN THIS PROJECT.

(1) Signature of participant ..................ccomecmmreccmmmsssmsceceineiescene Date ...,
Name in BLOCK CAPITALS ...

(2) Signature of parent (if participant under age of 16) ...
Name in BLOCK CAPITALS .........ccoocoomecmneerrirereeenmeeenne. DY@ s

I confirm that I have explained the nature of this study, as detailed .in the Information
Sheet, in terms which, in my judgement are suited fo the understanding of the

participant.

(3) Signature of researcher: ... DT

Name in BLOCK CAPITALS ... erenase s
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6.7

Demographic Questions

How old I was when my family first fostered a
child

How many years my family has been a foster
family

How many foster children have lived with me and
my family altogether

The ages of the foster children who have lived
with me and my family

How many foster children are living with me and
my family at the moment

How old they are

How long they have been living with me and my
family
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6.8 Example of Open Coding

Interview 2: ‘Daniel’

155 H: Ok. So if you could think back to erm, three years ago when you
156 first became a foster family

157 D Yeah

158 H: can you remember what 1t was like when a foster child first came to

159 live with you? |
Un cortad rl\’j

160 D: Well, the first one, erm, we didn’t know what to expect really/ We

Not Kiuocw o'j

161 didn’t know what they were like and we’d never had one before,/and
. ad
162 they just, really, blended in, cos’ 1t was about, the first one was about Jw“'j fcirJ\ﬂ Li]
163 1 d hen he first come he liked football so I just let him fcow o ™f
eleven an elm/w en he first come he 00 so [ just let im ﬂw‘e‘:ﬁ ,SZJ*JH

164 come in my room to play on the play station football or somethingfand _

r’i'ﬂn'xj I

. ) o

165 he blended in alright. fes "

166 H: Ok. Alright then. And how did everyone react when, when he first
167 came?
Not kncCw w

168 D: Erm, a bit different, cos’ we didn’t know what to do or anything. oo 1o hepddue

169 H: Mmm. So what did you notice about everyone that was a bit different?

170 Did people behave differently?
s : e n
171 D Yeah, they behaved differently because they didn’t know what his ng\ﬁc u’j due
: neartadr
172 background was like or anything, so you behaved differently around A \\‘:7
173 them.

174  H: Ok, so what kinds of things did they do differently?

175  D: They erm, like, I don’t know, erm, they didn’t like, vou know if thev'd Pf’U te’"n )
. . . . . “ ‘ y ot o] Lr
176 done something wrong, they didn't like lift their voice that thh/DOS bc":w, Y

177 sometimes if we do something really bad, shout at us or something,



178
179
180
181
182
183
184
185
186
187
188
189
190
191
192
193
194
195
196
197
198
199
200
201

202

>

L U T U H

S &= U = O I U

. . d
but we don’t mind. 5&/,:7 repriim arde

So they, they didn’t do that?

. ] 01 <
No, because they didn’t know what the child would have been like/ C%q; Zrejﬁfu d 4

cos’ they might have been scared a bit/ ped, Cﬁr\\] reqach crw
Right, so was that shouting at the child or shouting at you?
Shouting at us.

Right, ok so that was a bit different.

. Krec evied 9¢€ of .
They wouldn’t shout at the child really cos® we know his background. cv cidh 1 Fien <
reqchony

Ok, so maybe, it sounds like they were maybe doing something a bit
different in the way that they dealt with you?

Yeah.

To the way they dealt with the foster child?

Yeah.

What was that like?

Erm, erm, really because one, erm, I don’t know.

Did it feel like you were being treated differently?

/¢ Q/) nr

Yeah, a little bit but 1t has to be really/semme we got like this child i fferences

called Connor who smoked and everything and he swam in brooks Be,hou/‘/c},:ﬁl
e te rmrd

. a i
and erm, like, took drugs and he had to be treated differently/and then hre

another child had like mood swings and he, he had to like, vou had e 1S
| L aageged
to just send him up to the room to calm down or something/and like |

Urodesirar o I.L]
rned !
L /fcl\“l‘uJ

that. We'd get like, we’d just have to sit on the chair, but you can't

exactly send them onto a chair, you have to send them to their room to

calm down.

Right, so if you were getting told off you would be told to sit in a
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203 chair?

204 D:  Yeah, cos” we wouldn't like be, we had this kid called Philip who used 276" f

hoharece=
205 to knock his head against wooden things and walls and everything. He
206 was naughty as Well/So they had to just get him in his room to just lie  fas~aui’ YA
] _ o
207 on the bed and just settle down really.

208 H: Mmm. And how was that to see a child banging his head? - O cats’
e ld
209 D: It was, erm, it was really horrible to see, I didn’t like it. Horrible/It's f \7
H M IV ‘y”’

210 the way they’re brought up/ 1t’s a bit sad that though, brought up like "—*P’ o b hc:_,- 3
Qr 1+ C
211 that. fee b7y gred

212 H: Mmm. So, how did that make you feel then?
. Je r\*) i '(’CQI’EI @f
213 Dt A bit bad because we’ve, we’ve got a good mum and grandma to ¥’ oy
i T

214 bring us up and they didn’t /md they, they can’t see their mum for (/nde’3 r'aJ\oLl‘/ 7!
~ fD it er chic

r CN
215 about ten years or more. pornt o [

216 H: Mmm, so how did, when you felt quite bad about that, were vou able

217 to tell someone if you were feeling like that?

218 D No. I told my brother sometimes, it was horrible having to see him like Confi <l ';\7
219 that. Yeah.

220 H: And anybody else you could talk to or not?

221 Do Erm, sometimes my mum, say if 'm just like watching telly,

222 and | can tell mum on her own/ say, “It’s horrible having him bang
et an

223 his head against the wall” and then she just explamns w hy thev do 1t (_)/ ,plaitan o)
224 H: So she kind of explains to you.

| Be) od fo
225 D Yeah, she just explains why they behave like that. € r\j Us,md behariow
226 H: And 1s that helpful”?
227 D Yeah, it 1s.




6.9 Example of using ‘flip-flop’ technique

Category 1: ‘Making an Effort’

Not making an effort

What does not making an effort involve?

Not being interested

Not communicating / talking with them
Keeping self to self

Not spending time with them

Not finding out about them

Not sharing information about self

Making an effort

What does making an effort involve?

Being interested in the other person

Initiating communication

Thinking about the other person

Trying to find out about them - so, being open
Asking questions

Finding out about interests

Spending time together

Finding shared interests / common ground *

— Therefore about initiating, trying to engage.

about being active

* Does having shared interests facilitate the
development of the relationship? Therefore,
does this link with Category 16: Having

something in common?
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6.10 Example of Writing a Definition

20/3/04 Category: Having Time-Qut

What 1s ‘Having Time-Out” about? It seems to be about having time alone with other
family members, time without the foster children when participants can be with their
own family; doing things as a family without the foster children - so, having a break.
With the help of their parents, participants seem to set up a time when thev can be
alone with their family. Some of them have an extra half an hour in the evening when
the foster children have gone to bed. This time can be spent just relaxing with their
own family or talking about things. Sometimes participants and their families have
‘time-out” when the foster children go into respite care and this provides an
opportunity for the family to maybe go on holiday. This time alone is clearly
important to participants and they perceive that 1t not only benefits them but also other
family members, for example, others being more relaxed. There do, however, seem to
be limits to being able to put this mechanism in place. In particular, if the foster
children are older than participants then it 1s unlikely that participants can have extra

time in the evenings with their family.

Having ‘time-out’ seems then to be linked with an idea of maintaining a sense of
participants’ own family unit. So, in a way, there are two families: one that includes
the foster children and one that does not. The family is noticeably changed when
foster children arrive in the family, yet it seems important to have times when, in a
sense, it reverts back to what it was. So, having time-out could be a way of coping

with the change.
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6.11 Summary Sheet of Findings for Participants

104 Regent Road
Leicester LE1 7LT - UK
Tel: +44 (0)116 223 1639
Fax: +44 (0)116 223 1650

20™ June 2004

A Pl‘OjCC‘l’ to look at how you feel about FOS"’El‘iﬂg

Dear (name of participant)

Thank you for taking part in the above project. You may remember that T
came out to interview you in (month of interview) about what it was like to
have foster children come to live with you and your family. T have now
finished the project and so am writing to let you know the findings. I have
included a summary sheet with this letter and this goes through in detail
the information that came out of all the interviews that I did.

You all showed that you tried really hard to understand the changes that
occurred in your family when a foster child came to stay and showed that
you play a really important role in fostering!

It was really useful to come and talk to you. I have talked to the staff at
Foster Care Associates and this has helped them to think about training

and support that they can give you.

If when you read the summary sheet you have any questions or comments,
either you or your parents can contact me by email at: HLY3@le.ac uk and
I can arrange to come and talk to you. Thank you again for taking part!
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P POJCCT to look at how you feel about Fos"'ef'iﬂg

For all of you who took part in this study, when foster children came to
live with you, you all tried really hard to understand your ‘new’ family.
From all of your interviews, there were 4 stages that you all seemed to go
through in getting used to living as a foster family:

Many of you said that your parents were the first people to talk to you
about the idea of becoming a foster family.

Following this, you had lots of ideas about what it would be like. Some
thought it would be like having a new brother or sister. Others thought it
would be like having a new friend to play with.

You also had lots of different feelings about the idea. Some of you
thought it would be exciting and fun. Some of you thought it would be
interesting because you would get to meet new people, but some of you
were also a bit worried that the foster child might be nasty to your
parents.

When the foster child came to live with you, you noticed that lots of
things changed at home. This included not being allowed to play some of
the games you used to play and not having as much time together with
your parents or brothers or sisters. Some of you also felt that you
changed and had to become more helpful and deal with some of the things
the foster child did. Some of you said it made you feel closer to your
parents, because you had to talk to each other more.
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When you noticed your family was changing, you all tried really hard to
understand why it had changed.

One of the ways you did this was to learn about the foster child. Some of
you were given information about them before they arrived, and some of
you learnt about them by just sitting and talking to them.

It was important for you to understand why they were in foster care, and
many of you found out about what their families were like. Sometimes
this made you feel sorry for the foster child and realise that you were
lucky to have such a nice family.

Once you got all of this information, it helped you to understand why the
foster child behaved in certain ways and sometimes had to be treated
differently to you.

b |
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Even though you all noticed that your family changed and understood why
it had changed, it was really important for you to remember your own
family.

With the help of your parents, many of you made sure that you had time
without the foster child when you could spend time with your parents or
brothers or sisters. Sometimes this happened at night, where you would
stay up for a bit longer when the foster child had gone to bed, but this
only happened if the foster child was younger than you.

For some of you, you could have time alone with your family when the
foster child went into respite care.

Other things that helped you remember your own family included noticing
that other members of your family also had to change when a foster child
was living with you. Therefore, you learned that you all had to change
together in some way. .

Lastly, you also knew that you were different to the foster child and that
sometimes when new rules had to be made at home, you knew they were
usually for the foster child, and that you did not have to stick to them all

of the time.
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(4) Finding a new role for myself

You all found a new role for yourselves in your family when you began to
live as a foster family.

Some of you took on a really responsible role and tried to help your
parents by dealing with difficult behaviour that the foster child
displayed. Many of you also helped out a lot more at home.

You all made a real effort to help the foster child to feel welcome in your
family. You were nice and friendly when they first arrived because you
knew they might feel a bit shy when they first came. You also wanted to
make sure they had a nice time whilst they were staying with you.
Sometimes, it was easier to get to know them if they were the same age
as you. For some, it helped if they were the same sex. It also helped if
they were interested in the same things as you.

You also enjoyed doing activities with the foster child, and sometimes you
let them come out with you and your friends.

50, YOU HAVE SHOWN THAT.

You make a real effort to understand the changes that occur in
your family when you become a foster family.

You play an important role in fostering and often take on
responsibilities for dealing with difficult behaviour and helping
the foster child to settle into your family.

Even though you welcome the foster child into your family, it is
important for you to still have the opportunity o spend time
with your own family.

THIS IS IMPORTANT! You have helped your parents and the
fostering agency to understand what it is like for you to have
foster children come and live with your family. This helps them
understand that you need training and support.

THANKYOU FOR TAKING PARTI
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6.12 Summary Sheet of Findings for Parents

104 Regent Road
Leicester LEl 71T - UK
Tel: +44 (0)116 223 1639
Fax: +44 (0)116 223 1650

20™ June 2004
The Children of Carers:
Invgsﬁgaﬂon into their Experience of Fosfering

Dear (name of parents)

You may recall that T came and interviewed your (name of son/daughter)in
(month)about their experience of living as a foster family. I have now
completed the project and so am writing to you to let you know the findings of
the project. I have enclosed a summary sheet outlining the findings in detail for
you to read. T have also sent a letter and summary sheet to (name of
son/daughter). T hope you find it of interest.

I interviewed five children in total and have tried to highlight the main
processes that these children go through in managing the transition to living as a
foster family. Overall, they have shown what an important role they play in
fostering. I have been in touch with the staff at Foster Care Associates and
met with them to talk about the findings. Importantly, it has helped them to
think about the training needs and support that birth children require when

living with foster children.

If after you have read the summary sheet you have any questions or f:ommenfs,
you can email me at: HLY3@le.ac.uk and I will be happy to arrange a time 1o
come and meet with you. Thank you again for allowing (name of son/daughter)to

take part in the project.

Yours sincerely,

Helen Young
Trainee Clinical Psychologist

FHE QUEENTS
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The Children of Carers:
An Invesﬁga‘l‘ion into their Experience of Fostering

ining Family

For all children in this study, the transition to living as a foster family changed
the nature of their existing 'family' and led them into a process of trying to
redefine’ their family. There were four key components to this process:

(I Awareness oix &S within the family

All children said that it was mainly parents who talked to them about the idea of
fostering. There were many different ideas about what fostering would be like.
Some thought they would gain a new brother or sister; others thought it would
be like having another playmate; and some thought it would be interesting
because it meant they would get to meet new people.

There were lots of different feelings about fostering. Some were excited and
thought it would be fun, whilst others were worried that the foster child might
be nasty to their parents.

When the foster child arrived, the children noticed lots of things that changed
at home. This included not being able to play some of the games they used to
play, and doing things differently, e.g. having new rules. Many noticed changes in
other people and also within themselves. Some said they had to become more
tolerant and help more around the home. Many also said that it actually made
them feel closer to their parents, because they had to communicate and be more

open with each other.

(2) Seekii.  Understand

When noticing all of these changes, the children attempted to make sense of
why these changes had occurred. This was crucially done through learning about
the foster child. This included finding out why they were in care and also finding
out about their family backgrounds. This was achieved in a number of ways.
Some were given information about the foster child from the fostering agency
prior to their arrival, others found out by just talking with the foster child.
Others were helped to learn by their parents sharing information with them. In
addition, children learned about the foster child by living with them on a day-to-
day basis.

Learning about the foster child was really important because it helped the
children understand why the foster child behaved in certain ways and also
helped them to understand why the foster child sometimes had to be treated
differently to them. HAVING THE OPPORTUNITY TO LEARN ABOUT THE
FOSTER CHILD IS THEREFORE REALLY IMPORTANT FOR YOUR CHILDREN.
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(3) Maintaininy.: .. 1se.0f own family

One of the really important things for your own children was that, in the face of
change, they were able to hold onto a sense of their own family. This involved,
for example, carrying on some of the activities you did as a family before
fostering. For some children, having time alone with their own family without the
foster child was really important. This often took place in the evenings once the
foster child had gone to bed. For others involved in long-term fostering, respite
care provided an opportunity for the family to spend some time together. Having
a ‘shared’ experience, for example, noticing that other family members were
having similar experiences to themselves, also helped the children to see that
this was a ‘family' experience.

One of the really important findings here was that parents played a really
important part in helping children to hold onto a sense of their own family.
Therefore as parents, helping your child set up times when they could have a bit
of ‘time out’ with you or their siblings was really important to them.

J4)Fine garole

In this 'new' family structure, all the children found different ‘roles’ for
themselves. Often, these were quite responsible roles and children seemed to
take these roles on willingly.

Firstly, some children took on roles as responsible family members. This involved
helping out more around the home, and some talked about trying to support their
parents. Others actively tried to intervene to manage difficult behaviour
displayed by the foster child.

Secondly, all of the children made a real effort to try and make the foster child
feel welcome in their family. This involved being friendly towards them when
they first arrived and making an effort to get to know them. Some of the
factors that facilitated this included being of the same age, the same sex,
and/or having similar interests. Many of them also did activities with the foster
child.

50, WHAT CAN WE LEARN FROM Thrs,,

(1) Your children do play an important part in fostering.

(2) They actively try to understand the changes that occur within their
family and parents have a really important role in helping them to do this.

(3) Whilst the family inevitably changes with the entry of a foster child, it is
important for these children to hold onto a sense of their own family and
again, parents have an important role in helping children to do this.

(4) Children do take on responsible roles within the family. Whilst this can be
helpful and also beneficial to the foster child, children need to be
protected and supported. This needs to come from both parents and

fostering services.

144



] University of
Lelicester

School of Psychology
Clinical Section

6.13 Summary Sheet of Findings for Fostering Agen¥

104 Regent Road
Leicester LE1 71T - UK
Tel: +44 (0)116 223 1639
Fax: +44 (0)116 223 1650

20™ June 2004

Managing the transition to foster family stafus:
The experience of carers' own Children

Dear (Team Leader)

I have now completed the above project and am sending you a summary sheet
outlining the main findings. I interviewed five children in total and have tried to
highlight the main processes that these children go through in managing the
transition to living as a foster family. I hope you find it of interest to read.

Yours sincerely,

Helen Young
Trainee Clinical Psychologist
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Managing the transition to foster family stafus:
The experience of carers' own children

(1) wareness: of familial changes

(2) Seeking to yndepstand

/

/

@ Fmd""g a role

(3) Maintaining a sense of own family
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Managing the transition o foster family status.
The experience of carers' own Childr‘en

For all children in this study, the transition to living as a foster family changed
the nature of their existing ‘family' and led them into a process of trying to
‘redefine’ their family. There were four key components to this process:

L.:::46S Within the family

All children said that it was mainly parents who talked to them about the idea of
fostering. There were many different ideas about what fostering would be like.
Some thought they would gain a new brother or sister; others thought it would
be like having another playmate; and some thought it would be interesting
because it meant they would get to meet new people.

There were lots of different feelings about fostering. Some were excited and
thought it would be fun, whilst others were worried that the foster child might
be nasty to their parents.

When the foster child arrived, the children noticed lots of things that changed
at home. This included not being able to play some of the games they used to
play, and doing things differently, e.g. having new rules. Many noticed changes in
other people and also within themselves. Some said they had to become more
tolerant and help more around the home. Many also said that it actually made
them feel closer to their parents, because they had to communicate and be more

open with each other.

(2) $eekiny.ic Understand

When noticing all of these changes, the children attempted to make sense of
why these changes had occurred. This was crucially done through learning about
the foster child. This included finding out why they were in care and also finding
out about their family backgrounds. This was achieved in a number of ways.
Some were given information about the foster child from the fostering agency
prior to their arrival, others found out by just talking with the foster child.
Others were helped to learn by their parents sharing information with them. In
addition, children learned about the foster child by living with them on a day-to-
day basis.

Learning about the foster child was really important because it helped the
children to understand why the foster child behaved in certain ways and also
helped them to understand why the foster child sometimes had to be treated
differently to them. HAVING THE OPPORTUNITY TO LEARN ABOUT THE
FOSTER CHILD IS THEREFORE REALLY IMPORTANT FOR THESE CHILDREN.
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[3) Maintainiig._ . nse of own family

One of the really important things for carers' own children was that, in the face
of change, they were able to hold onto a sense of their own family. This involved,
for example, carrying on some of the activities they did as a family before
fostering. For some children, having time alone with their own family without the
foster child was really important. This often took place in the evenings once the
foster child had gone to bed. For others involved in long-term fostering, respite
care provided an opportunity for the family to spend some time together. Having
a 'shared’ experience, for example, noticing that other family members were
having similar experiences to themselves, also helped the children to see that
this was a ‘family' experience.

One of the really important findings here was that parents played a really
important part in helping children to hold onto a sense of their own family.
Therefore as parents, helping their child set up times when they could have a bit
of 'time out’ with them or their siblings was really important to them.

14 Hn  garole

In this ‘new' family structure, all the children found different ‘roles’ for
themselves. Often, these were quite responsible roles and children seemed to
take these roles on willingly.

Firstly, some children took on roles as responsible family members. This involved
helping out more around the home, and some talked about trying to support their
parents. Others actively tried to intervene to manage difficult behaviour
displayed by the foster child.

Secondly, all of the children made a real effort to try and make the foster child
feel welcome in their family. This involved being friendly towards them when
they first arrived and making an effort to get to know them. Some of the
factors that facilitated this included being of the same age, the same sex,
and/or having similar interests. Many of them also did activities with the foster
child.

60, WHAT CAN WE LEARN FROM THs

(1) Carers' own children do play an important part in fostering.

(2) They actively try to understand the changes that occur within their family. Both
parents and fostering services can help them to do this.

(3) Whilst the family inevitably changes with the entry of a foster child, it is
important for these children to hold onto a sense of their own family. Fostering
services could play a vital role in helping families to put mechanisms in place to
facilitate this.

(4) Children do take on responsible roles within the family. Whilst this can be
helpful and also beneficial to the foster child, children need to be protected and
supported. This needs to come from both parents and fostering services.
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