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Introduction
Well-being has been recognised as a crucial factor to early childhood in many research reviews (Roberts, 2010) with research being underpinned by the right’s of the child to live a healthy and happy life (UN General Assembly, 1989). Children who develop a strong sense of well-being are likely to be equipped with the skills to aid them in challenging situations in later development through to adult life. This assignment will investigate further in to the importance of well-being in early childhood and the role of the adult in supporting this. As the concepts of well-being vary greatly, the assignment will focus on self-concept, as this has been recognised as an understudied construct despite being closely associated with children’s well-being (Gavida-Payne, 2015). In addition to this, the review of the literature will look closely at the importance of parental involvement and engagement and consider the influence that this may have on children’s self-concept. The research proposal to follow this literature review will be titled: Parental School Engagement and the Potential Influence on the Self-Concept of Children in the Foundation Phase. 

Defining Well-being
Interest in children’s well-being has been steadily increasing across political, social and educational contexts, with a growing body of research outlining patterns and trends (Bradshaw et al, 2007; Ben-Arieh and Goerge, 2006; Bradshaw and Mayhew, 2005). However, Axford (2008: p1), describes well-being as a ‘buzzword’ in education and warns of valuable perspectives being replaced with new simply because they are unfashionable. Despite this, it seems that many involved in children’s services in the UK and several other western developed countries are using the term well-being to form legislation, policy and curriculum (McAuley et al., 2006, Scott and Ward, 2005).  

With many arguing the certainty of the importance of children’s well-being in relation to learning and development (Ellyatt, 2017; Gutman. and Vorhaus, 2012; Gutman, et al., 2009; Gutman & Feinstein, 2008) and others expressing concerns (Raghavan and Alexandrova, 2015; Walker, 2012; Axford, 2008), it is important to consider the definition of well-being. Research suggests that well-being is a term that is difficult to define and has been described as a vague and complex concept (Mashford-Scott et al. 2012; Haworth and Hart, 2007; Ryan and Deci, 2001).  Furthermore, the question of how to define well-being still remains largely unresolved, which has given rise to ‘blurred and overly broad definitions of wellbeing‛ (Forgeard et al., 2011, p. 81). For example, well-being is defined by the Oxford English Dictionary (2019) as ‘the state of being comfortable, healthy, or happy’. However, research suggests that in reality wellbeing is a much broader concept than moment-to-moment happiness with meanings ranging from physical health and emotional stability to financial fitness (Estola, 2013). 

Early attempts to define well-being date back to the 1960s in classic research by the likes of Rogers, (1961) and Bradburn (1969) and continued to develop through the works of Shin and Johnson (1978) and Ryff (1989). Over the decades, two approaches emerged. Firstly the hedonic tradition, which highlighted concepts such as positive affect, low negative affect, happiness, and satisfaction with life (Bradburn, 1969; Diener, 1984; Kahneman et al., 1999; Lyubomirsky and Lepper, 1999) The second approach was the eudaimonic tradition, which emphasised human development and positive psychological functioning (Rogers, 1961; Ryff, 1989; Waterman, 1993). However, researchers now believe that well-being has a multi-dimensional concept which combines the two differing approaches (Diener, 2009; Michaelson et al., 2009; Stiglitz et al., 2009). 

Evidence of the combined approaches is seen in ‘A well-being manifesto for a flourishing society’ (Shah and Marks, 2004). This document implies that one of the aims of any democratic government should be ‘to promote the good life: a flourishing society, where citizens are happy, healthy, capable and engaged – in other words with high levels of well-being‛ (Shah and Marks, 2004; p. 2). The document goes on to define well-being as:

more than just happiness. As well as feeling satisfied and happy, well-being means developing as a person, being fulfilled, and making a contribution to the community. 
(Shah and Marks, 2004, p. 2) 

From research it is evident that definitions of well-being vary across discourses, across disciplinary fields and across cultures, however within these definitions happiness and health are seen to be common features. In education, well-being is commonly linked to being happy and healthy: socially, materially and economically (Camfield, Streuli, & Woodhead, 2009).

Exploring Well-being in an Educational Context
In the educational context, the term well-being is often used as both an outcome and a process. Research widely recognises that a strong sense of well-being enables children to engage confidently and positively with their environment, which in turn allows them to take full advantage of learning opportunities presented to them (Mashford-Scott et al., 2012). 

Research by Estola et al. (2013), explores a philosophy of well-being for early childhood. The article acknowledges ways to conceptualise well-being, but draws close attention to well-being in relation to hedonic and eudaimonic traditions. They describe the approaches to be overlapping and to have particular resonance with curriculum and pedagogy in varying curricula across the world. For example, the Finnish (Heikkila, 2004), New Zealand (Te Whāriki, 2017) and Welsh (Welsh Government, 2008) Curricula promote a holistic, child-focused pedagogy informed by the United Nations Convention on the Rights of the Child (UN General Assembly, 1989). Each document has it’s own definition of well-being but nevertheless all resonate well with the eudemonic tradition of well-being. The curricula emphasise the importance of well-being in terms of satisfaction of needs, positive social interaction and integration with the community and others. There is an emphasis on developing positive relationships and the need for adults to be active in supporting emotional and physical well-being. 

Furthermore, recent years has seen another boost in the interest in children’s well-being, particularly in education and school settings in Wales (Bailey, 2009; Coleman, 2009) In 2008, the Welsh Government presented well-being as one of seven Areas of Learning in the Foundation Phase, the statutory curriculum for 3-to-7 year olds in Wales. And now, as Wales moves forward through another Curriculum reform the Welsh Government continues to reinforce the importance of well-being by fully embedding well-being in to the curriculum for all in fulltime education (Donaldson, 2015). They describe health and well-being as a fundamental part of the new curriculum with the aim to equip learners with the competencies to live healthy, fulfilling and productive lives. In essence, as a result of the research and evidence available, well-being is being acknowledged as the core of the curriculum and the key to preparation for learning (Welsh Government, 2019). 

This is a step forward from previous curriculum, which focused on discrete subject areas and in turn promoted the need for health and well-being to be addressed as an intervention. One example of such type intervention is The Social and Emotional Aspects of Learning programme (SEAL), designed to develop children’s social, emotional and behavioural skills in the primary school. This programme was part of the Primary Behaviour and Attendance Pilot funded by the then Department for Education and Skills and piloted in 25 Local Authorities in the UK (Department for Education and Skills, 2007). Despite being rolled out on a large scale, there is a large body of research presenting concerns about the intervention (Craig, 2007; Watson et al., 2012; Banerjee et al., 2014). As well as concerns about the content of the programme (Craig, 2007), one of the most commonly presented results was the stress increase felt by teaching staff instigated by the lack of training and the increased workload (Watson et al., 2012; Banerjee et al., 2014). Research by Craig (2007) recommends instead of add on interventions, schools should aim to create a positive school ethos with high expectations lead by well trained teaching staff that are able to specialise and tailor to the needs of the pupils. In addition to this, Edwards et al. (2015) reports that listening to children’s interests in the early years classroom can often be more beneficial in promoting and supporting well-being than implementing targeted intervention programmes. Finally, in a similar vein, Banerjee et al. (2014) concludes that the most positive impact seems to occur when well-being is addressed as a whole-school ethos. 

Practitioner’s role in supporting well-being
The shift to the new curriculum will provide schools with a new way of intertwining well-being into the philosophies and pedagogies of the curriculum, which reflects the recommendations from Craig (2007) and Banerjee et al. (2014). However this will still mean a whole new way of teaching that practitioners will need to adapt to. Moreover, much has been written about the unrealistic expectation placed on schools to alleviate health and wellbeing concerns and questions whether it should be the responsibility of schools at all (Anderson and graham, 2016). While research points to the powerful influence of teachers in children’s lives (Lynn, McKay, & Atkins, 2003), other evidence suggests a level of dissonance around the expectations to support pupil wellbeing (Berryhill et al., 2009; Shucksmith et al., 2005). 

Despite this, when considering the UK Government’s document title ‘Working Together to Safeguard Children’ (HM Government, 2018) all adults have a responsibility in supporting children’s health and well-being. The document states that part of safeguarding is ‘preventing impairment of children’s health or development’ (HM Government, 2018: p.6). This suggests that all practitioners have a responsibility to support children in maintaining good health and by supporting this, practitioners will, in turn, be helping to promote children’s well-being (Musgrave, 2017). 

Furthermore, it is not only the practitioners of settings that withhold this responsibility but also the parents and carers of the children. Wilson (2015) states that parents have a crucial role in supporting children’s well-being, development and learning. However, as children now spend a significant amounts of time attending early childhood education and care settings, it is vital that practitioners support parent-child relationships in the interest of the children’s social and emotional development, future health and well-being (O’Connor et al., 2017). Again, this promotes the notion of early childhood settings and schools having to take a leading role in addressing well-being in order to develop and improve it. 

Important precepts of children’s wellbeing
The evidence previously discussed, highlights the importance of the role of the adult in supporting children’s wellbeing. Furthermore, in support of this Anderson and Graham (2016) and Cohen (2006) imply that the most important and enduring precepts of children’s well-being are the relationships, engagement and meaning of the adults involved in the children’s lives.  In addition to this, due to the increased interest in to concepts of children’s wellbeing, there is a substantial amount of literature and evidence base highlighting many key determinants. These include positive adult-child relationships, a sense of belonging, positive self-esteem, positive self-concept and opportunities for children to be given responsibilities and to express their own voices in decisions that affect them. (Bernard, 2005; Bernard, Stephanou, and Urbach, 2007; Eckersley, 2008).  Studies into the determinants of well-being will usually research one determinant in order to gain a deeper understanding of the impact this can have on the well-being of children. With the significant amount of determinants affecting well-being, it would be difficult to pin the exact effects of each one. Therefore, for the purpose of this study self-concept will be looked at closely as this is a determinant that has been looked at the least with regards to early years education and children’s well-being. Therefore this provides an opportunity to gather further research in to this concept. 

Self-concept in relation to well-being and the early years 
A number of papers have studied the relationship between self–concept and well–being, including, Locke (2006), Campbell et al. (2003), Cross, Gore, and Morris (2003), Diehl, Hastings, and Stanton (2001) and Lutz and Ross (2003).  Self-concept refers to an individual’s perception of himself or herself. It has been described as a multidimensional construct, theorised as the amount of an individual’s beliefs of their personal attributes, including self-perceptions of competency, influence, and positive self-worth (Gavida-Payne et al., 2015; Beck et al., 2005).  Self-concept is often confused with self-esteem, however both differ significantly. Self-concept refers to a person’s perception on particular areas of themselves, such as their physical appearance and academic performance, where on the other hand, self–esteem refers to an overall evaluation of an individual’s perception (Gavida-Payne et al., 2015). Harter (1990) provides example statements to emphasise the differences. For example, self-concept can be identified by statements such as ‘I have a good head for reading’, whereas a statement identifying self-esteem would be ‘I think I am a good person’. 

In a study by Kitani and Okamoto (2016) investigating the relationship between self-concept and well-being, the results demonstrated that a positive self-concept related directly to positive psychological well-being. Despite a vast amount of papers demonstrating this, the majority of studies revolve around the self-concept of adults and rarely consider the self-concept from an early years perspective. However, in the limited research that we do have it is clear to see the influence of self-concept on a child’s well-being. Leflot et al. (2010) states that a child’s self-concept will have implications for long-term personal well-being. From a young age, children will develop a sense of self that will influence their thoughts, their feelings and their behaviours. Research by O’Mara et al. (2006) and Diehl and Hay (2010) conducted specifically with children in the early years, suggests that a positive self-concept can improve academic achievement, persistence, competence, positive approaches to learning, good social skills, healthy relationships, adaptive coping, general happiness, and long-term health and well-being. Equally, a poor self-concept is associated with less optimal psychological outcomes, lower levels of self-esteem, and may inhibit the child’s capacity to fulfil their potential. 

A recent study by Gavida-Payne et al. (2015) investigated self-concept and the influence of teacher-pupil relationship. A hypothesis was formed with the intention of finding a difference between rural and urban children. However, the findings concluded no differences between urban and rural children’s self-concept and student–teacher relationships. Despite no differences being identified between rural and urban locations, Gavida-Payne et al. (2015) did find that the teacher-pupil relationship was at play in shaping the self-concept of children in these two distinct populations. This conclusion provides an opportunity for further research, as it is necessary to reach an understanding of other processes that regulate and occasionally distort self-concept in order to assist efforts to improve the wellbeing of children.

Parental Engagement
According to social identity theory, children can maintain and enhance self-concept through things such as relationships with significant others (Bowlby, 1969, 1973, 1980, 1988). This brings us back to the research previously discussed regarding the role of the adult. This brings us to question the possibility of forming a triangulation between well-being, self-concept and the role of an adult and whether or not they can each influence one another. John Bowlby (1969) put forward the concept that humans have a genetic and evolutionary need to be close to a select few for survival. This innate need for proximity to a select few, our attachment figures, is vital for any individual to develop a positive self-concept. While significant adult caregivers’ positive impact on child outcomes such as self-concept has long been recognised in the resilience literature (Ungar, 2011 and Metzger, 2008), parent and child school related experiences, have been less thoroughly explored.

Evidence shows that parental involvement and engagement with the child’s education will have a significant impact on children’s outcomes including, academic achievements, competencies and general health and well-being (Woods and Brighouse, 2013). Engaged parents are known to boost children’s self-concept and self-esteem; increase motivation with learning and in turn lead to increased learning outcomes (Fan and Williams, 2010; Fan et al., 2011; Joe and Davis, 2009; Kennedy 2009; Kim 2009; Lopez and Donovan, 2009; Goodall and Vorhaus, 2011). Literature on parental involvement and engagement presents numerous positive cases for engaging parents in children’s education for the benefit of the child’s well-being and development (Jeynes, 2012; Campbell, 2011; Fan and Williams, 2010; James et al., 2006; Desforges and Abouchaar, 2003). With the significant amount of research promoting the need for early years settings and schools to engage with parents, such practice has been important to school development, as this will have a positive impact on raising standards (Organisation for Economic Co-operation and Development, 2012).

However, the importance of developing parental engagement in order to enhance development has not always been recognised. It was in the Education Act (1944) that parental input was first recognised in key legislation but even from this point onwards, until the Plowden Report in 1967 (Department of Education and Science, 1967), there was an implied view that parents were seen as ‘a problem rather than a support for schools’ (Muschamp et al., 2007, p4). Furthermore, the role of the school was to make up for the shortfalls of some parents. As research has moved forward these assumptions have been reversed due to the abundance of evidence establishing that children will benefit from having their parents involved in their education (Desforges and Abouchaar, 2003; Sylva et al., 2004).

Notwithstanding the wealth of literature highlighting the positives impact of parental engagement, there is also compelling evidence stating the concerns of educators about the degree to which parents are involved in education (Ferrara, 2009; Mapp, et al., 2008; Gibson and Jefferson, 2006). Schools are finding parents increasingly more difficult to engage due to the constant change to demographics in modern parenting. Common barriers discussed in the literature are, for example, single parent status, low income, illness and disability with the most common barrier to be the limited time available to working parents (Wheeler and Connor, 2009; Desforges and Abouchaar, 2003). In a similar vein Devine (2004) and Ball (2003) suggests an alternative barrier to be the parents’ lack of confidence to engage with the setting or school. Furthermore, they suggest that a lack of communication between parents and staff create a discrepancy around the expectations of engagement.

However, it is important to consider that despite the barriers to parental engagement preventing the parents from being involved, it does not mean that parents do not want to be involved, for example, they could still be an involved with their child’s learning at home. Furthermore, many parents, in particular those from ethic minorities or parents who may be facing economic challenge may find it difficult to become engaged with the school but could still have a strong aspiration to be involved in their children’s education (Cooper, 2009; Crozier, 2001; Crozier and Davies, 2007; Kim, 2009; Turney and Kao, 2009). This is the reason for Campbell (2011) suggesting that schools must tailor their approach to parental engagement, as each school is likely to have parents with differing needs and differing barriers. It is important to recognise that interventions for supporting parental engagement are not always transferable from one school to another. Staff must find strategies that best suit the ethos and culture of their own settings and schools. 

Theories relating to parental engagement and self-concept
Research has clearly shown that self-concept and parental engagement can have a significant impact on young children’s development, however this raises the question whether parental engagement can influence a child’s self-concept and in turn increase the child’s outcomes and well-being. When considering theories of early child-hood many of them relate to both parental engagement and self-concept. 

In recent years, there has been an increasing interest in what has become to be known as the ecological approach to children’s development (O’Connor et al., 2017; Garbarino, 2014). Bronfenbrenner (1979) first established this concept in the 1970’s. Bronfenbrenner conceptualised ecological systems that individuals interact with from the closest to them to the furthest. In the initial system, named the Microsystem, the relationships described are those between an individual and his or her parents, siblings, or school environment. Furthermore, Foundation Phase Curriculum provides acknowledgment of Brofenbrenner’s ecological theory where it states, ‘the experiences that children have had before entering the setting/school need to be recognised and considered’ (Welsh Government, 2008, p.5). Bronfenbrenner’s approach instigated that all experiences children have will contribute to their overall wellbeing. Furthermore, he defined how things that happen in one system of the child’s life would go on to impact them elsewhere. From this, one can assume that secure relationships between parents and the school environment would impact positively on a child’s well-being. 

Another theory, previously mentioned is the attachment theory. The attachment theory, established by Bowlby (1969), demonstrates the function of the relationship between the caregiver and the child. In essence, Bowlby hypothesised that children who could form a secure relationship with their caregiver will have a base from which to explore, discover, take risks and which to learn and grow from (Wilson, 2015). However, for children unable to create a secure relationship the separation and loss felt by the child will impact on their future learning and social and emotional development which in turn will impact on the well-being of the child. The attachment theory supports the notion of parental engagement and why schools and settings have a responsibility to support it. 

In addition to this, the attachment theory is proven to be associated with self-concept. In a study carried out by Wu (2009) the results showed a direct correlation between secure attachments and positive self-concept.  According to Wu (2009), secure individuals have higher self-concept and self-esteem than insecure individuals because of their earlier social interaction experiences. For example, in secure attachment, the caregiver will give feedback in an effective way and at the proper time, which allows the child to develop feelings of trust and dependence. In addition, they develop a positive self-concept through the stable and predictable feedback from their caregivers, and consider themselves to be lovable, resulting in higher self-esteem. In contrast, children with insecure attachment receive little or at best unstable feedback from their caregivers. These children develop to believe all people as untrustworthy and unpredictable and will think of themselves as unlovable, resulting in a low self-concept.


Conclusion
This research has reflected on the growing body of literature supporting well-being in early childhood. However, despite this assignment evidencing the positive impact of parental engagement on learning outcomes, it has also highlighted the need to consider parent and child school related experiences in relation to self-concept, as these have been less thoroughly explored. Further research into the impact of parental engagement on self-concept would provide us with a better understanding of the responsibilities adults have in supporting the wellbeing of children, whether that be a teacher or a parent. Furthermore, it will support us in reaching an understanding of the processes that regulate and occasionally distort self-concept in order to assist efforts to improve the wellbeing of children.
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