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Part One
Catalytic leadership and how the challenging nature of leading and managing early years provision ensures that the early years workforce is equipped to meet the complex demands of sociological factors and issues that impact on young children’s lives.
A catalyst leader facilitates the growth and development of individuals in order to motivate and inspire them to work towards a shared vision (Siraj & Hallet, 2013). The hallmarks of this leadership approach are collaboration, empowerment, and innovation, with a focus on creating a shared purpose among team members (Avolio et al., 2011). In early childhood education, a catalytic leader would provide a nurturing and stimulating environment for young children (Leo, 2007; Campbell-Barr & Leeson, 2016). As an agent of change, a catalytic leader encourages the growth and development of young children as well as early childhood practitioners by creating an environment of learning and innovation (Cels, De Jong & Nauta, 2012; Baines & Blatchford, 2018), striving for social justice and equality in the early years (Katz & McClellan, 2019; Kessler & Swadener, 2019).
The development of effective catalytic leadership within early childhood requires the provision of a robust program of reflective practice (Eichner & Damico, 2015), as well as a continuous pursuit of professional development and risk-taking, which should be encouraged in accordance with the philosophy of inspiring leadership in others (Whalley, et al., 2018). Creating a shared vision, maintaining positive relationships between staff and children, and adjusting to changing circumstances are characteristics of catalytic leadership in the early years. As a result of building trust, collaboration, and teamwork, these outcomes can be achieved (Guo & Bowers, 2017; Caston & DiCarlo, 2021). 
Although catalytic leadership has many benefits, it is not without limitations. In organizations whose culture emphasizes compliance and conformity, implementing it may prove challenging (Hinkley & Chavkin, 2016; Giordano, 2019). The emphasis on collaboration and empowerment may also result in a lack of accountability and an unclear decision-making process (Avolio et al., 2011).
As Reed & Canning (2012) note, despite recognizing these challenges, children's social and emotional environments can also have a significant impact on their early years, and many sociological factors can be mitigated through the effective implementation of catalytic leadership (Garvey, 2017; Garvey 2018).
There are a number of complex sociological factors that a catalytic leader within early years should be aware of. These factors include family issues, social class, gender, and cultural backgrounds (Gadsden, Ford & Breiner, 2016; Lareau, 2007). Analyzing some of these factors closely and raising employee awareness can be beneficial. When providing quality care to a child, it is essential to be aware of the child's background (Andrew & Fane, 2018). For example, family structure can have a profound effect on a child's development; for instance, children from a single-parent family may experience stress, social isolation, and resource deprivation (McLanahan & Sandefur, 1994). 
As a comparison, children raised in two-parent families tend to perform better academically, emotionally, and socially (Amato, 2005). Furthermore, it is noteworthy that social class has a significant impact on a child's access to resources, education, and health care during their early development. In addition to poor housing, poor nutrition, and limited educational opportunities, children from low-income families face a number of challenges (Bradley and Corwyn, 2002). Compared to children from low-income families, children from high-income families often have better resources and are more likely to achieve better academically and cognitively (Lareau, 2003). 
A child's gender can also influence his or her biological experiences in a sociological manner not related to finances. A general tendency for boys is to be physically aggressive and take risks, whereas girls tend to be more prosocial and have better verbal skills (Maccoby & Jacklin, 1974). Additionally, gender roles and stereotypes can affect how children interact with others, as well as their self-esteem and sense of identity (Eagly and Wood, 2012). Additionally, cultural background plays a significant role in influencing parenting practices and socialization of a child during the early years of life (Bornstein, 2014). Some cultures emphasize obedience and conformity, while others value independence and self-expression more. During the early years, children face a variety of physical and social demands as well as learning opportunities (O'Day & Smith, 2019).
Recognizing this, as a catalytic early childhood leader, you must ensure that your workforce and you are prepared to meet these sociological demands. As well as providing a safe and stimulating learning environment, adequate staffing, and appropriate materials (Department for Education, 2013). The ability to create inclusiveness and supportive environments that allow all children to reach their full potential begins with a better understanding of family structure, social class, gender, and cultural background is essential to promoting good wellbeing and making children resilient (Williams Brown & Mander; 2021; Dodge, et al., 2012; Musgrave, 2017). Among the most important roles of early years practitioners is the promotion of equality and inclusion in order to mitigate the effects of some of these sociological factors on children (Talan, Bloom & Kelton, 2013). It is the opinion of Morrissey and Callaghan (2018) that all children should have equal educational opportunities and their individual needs and backgrounds must be considered (Reid, 2019).
The sociological factors previously mentioned should also be complemented by the fact that COVID-19 is a relevant and recent global event that has had a sociological impact on children that may have exacerbated the severity of these factors. The Delphi study (Welsh Government, 2021) highlights some of the long-term sociological effects that may or may not be experienced by children. The study found that children who previously faced sociological disadvantage were more likely to be adversely affected by the pandemic, regardless of their developmental status (Gupta & Jawanda, 2020). Due to the pandemic, these families had fewer support services available, such as school and nursery closings, as well as a complete shutdown of social activities or hobbies (Silton, 2022).
Further, as an additional consequence of COVID, some children were adversely affected by furloughs, which may have further exacerbated the negative effects of sociological impacts on children. In contrast, other children benefitted from spending more time with caregivers, particularly those whose parents worked from home or were critical workers (Mehta, et al., 2022). According to the Delphi study (Welsh government, 2021), early childhood practitioners should understand each child's and family's specific experiences in order to provide appropriate support. Experts suggest that COVID-19 may adversely affect young children under the age of five. In order to mitigate the long-term impacts of these sociological issues and the effects they will have on children, strategies are urgently needed (Ludwig & Phillips, 2007).
It is anticipated that the long-term effects will be primarily on existing low-income families that were already experiencing food insecurity prior to the pandemic, poor housing, and limited access to healthcare, which will negatively impact the mental and physical health of their children (Kuhfeld, et al., 2020; Bradshaw, 2019). As suggested by the Welsh Government (2020) and Cameron et al. (2018), early childhood practitioners should provide support and resources to families through things such as regular school counselling and wellbeing checks. Communication and positive relationships between early childhood professionals can benefit children and their families (Bradshaw & Richardson, 2009; Clark et al., 2019).
When communication is effective, it is believed that early identification and addressing of issues and concerns can reduce the potential impact on a child's well-being (Shonkoff & Fischer, 2013; Moser, et al., 2017). Additionally, practitioners can provide children with opportunities to develop their social and emotional skills, which may offset the detrimental effects of adverse sociological factors (O'Connor et al., 2020). Early childhood practitioners are key in inspiring change and mitigating the consequences of sociological factors of covid on children (Rodd, 2015). In order to positively impact children's development and well-being, practitioners must promote equality and inclusion, address poverty, foster positive relationships, and develop social and emotional skills (Rodgers & Wilmot, 2012).
A study of Reggio Emilia's response to sociological impacts post-World War II could serve as a model for how to move forward post-pandemic as a Catalytic leader. A new culture was required following the war in order to resist fascism, which had gained a foothold in Italy during the decades before the war (Thornton & Brunton, 2005). A key aspect of Reggio Emilia's catalytic leadership was demonstrated through the establishment of schools for young children as part of this initiative. Children's relationships with others, teachers, parents, and the classroom environment were emphasized as important aspects of their approach (Valentine, 2006). Ultimately, the purpose of documenting the children's learning is to convey a strong impression of an intelligent child, as well as to demonstrate their ability to think critically and to theorize (Wien, 2008).  Children can accomplish this through project-based learning, through which they explore their world, decide on what to investigate, and then work together to make sense of what they have learned. Children express themselves in many ways, which are referred to as "100 Languages" (Tijnagel-Schoenaker, 2018), as well as the importance of visual arts and active listening to ensure that the voices, thoughts, and opinions of children are valued as much as those of practitioners (Edwards, Gandini & Forman, 1998). These aspects can be applied to mitigate the effects of a post-pandemic world, as they were during the post-World War II era.
The catalytic leader must have a thorough understanding of these factors in order to be a catalyst for effective change, as Reggio Emilia has demonstrated is possible. In order to truly benefit the children, one must understand these factors (Cadwell, 1998). In the absence of this, leaders of early childhood education may have a difficult time dealing with children from complex backgrounds. As an example, the socioeconomic status of a family can influence the level of care and educational opportunities a child receives (Bradley & Corwyn, 2002). In addition to gender stereotypes and biases, both boys and girls face limitations in terms of opportunities and experiences (Epstein, 2014).
In order to create an inclusive environment that celebrates diversity and supports the learning and development of all children, leaders should be aware of these factors. Leadership in early childhood education requires navigating the expectations and demands of families (DeVries, 2006). Communication skills and the ability to build relationships with families are essential to creating a partnership in children's learning. As well as being aware of the broader societal issues that impact children and their families, it is essential that leaders in early childhood education be cognizant of these issues. According to Shonkoff & Garner (2012), poverty, unemployment, and social inequality can negatively impact the wellbeing and development of children. Families and the broader community must receive support and resources from leaders in order to address these challenges.
Considering the diverse needs of children and their families, effective communication skills, and a commitment to addressing broader societal issues are all essential for being a catalytic leader in an early childhood setting (Clark, 2010). By recognizing these challenges and addressing them, early childhood education leaders can provide a positive environment for children's learning and development.


Part Two
A critical exploration of a report or publication by the children’s commissioner for Wales and how it may/has had an impact on early childhood.
In 2001, the Children's Commissioner for Wales Act established an independent office. According to Clarke (2002), the Children's Commissioner in Wales is responsible for protecting and promoting the rights of children. It is the responsibility of a commissioner to advocate on behalf of children and young people in order to ensure that their voices are heard and that their opinions are considered in decision-making processes pertaining to children and young people (Williams, 2013). In addition to monitoring the implementation of the United Nations Convention on the Rights of the Child (UNICEF, 1989) in Wales, the commissioner is also responsible for raising awareness of children's rights (United Nations General Assembly, 1989).

According to Rees (2006), the Children's Commissioner's primary responsibility is to provide advice and guidance to the Welsh Government and other public authorities on matters relating to children's rights and welfare. As well as these reports, the commissioner prepares recommendations on a variety of topics that concern children in Wales, including child poverty, mental health, and educational accessibility (Childrens Commissioner for Wales, n.d.).
Aside from providing direct support and advocacy, the commissioner's office also provides direct assistance and opportunities to children and young people experiencing a wide range of difficulties, including educational difficulties, family breakdowns, and involvement with criminal justice systems (Alderson & Morrow, 2011; Jones, 2019). It is the responsibility of the Children's Commissioner for Wales to ensure that children's rights and development are taken into account when making policies and making decisions. A lack of a commissioner may provide difficulties for children and young people in voicing their concerns. As a result of the commissioner, they are provided with an independent and impartial voice (Leach, 2016; Lundy & McEvoy, 2012). In addition to promoting awareness of children's rights, the commissioner must also ensure that these rights are respected and protected. By engaging with children and young people, the commissioner is able to identify areas in which children and young people's rights are not being fully realized and work with relevant stakeholders to address these issues (Hodkinson, 2012). Those who work with children have a primary responsibility to promote and protect their rights and welfare (National society for the prevention of cruelty to children, 2018). Children's Commissioner for Wales (2018) provides an assessment of the current state of play and leisure opportunities for children in Wales in the report "Playful Futures: A review of play and leisure opportunities for children in Wales" (Playful Futures, 2016). The report suggests that policymakers should prioritize ensuring children have access to safe and accessible play spaces so they can develop physically, emotionally, and cognitively (Brock, Dodds, & Jarvis, 2019). To support its arguments, the report cites several research studies and policy documents. Research has shown that play has a significant impact on children's mental health and wellbeing. Studies have also shown that play enhances children's brain development (Children's Commissioner for Wales, 2018).
The report has had numerous impacts, including increasing awareness of the importance of providing play and leisure opportunities for children in Wales. The importance of play spaces for children's development has been widely discussed in the media over the past few years (BBC News, 2018). Upon publication of the report, the Welsh Government also adopted a new play policy aimed at improving access to play spaces for children across the country (Welsh Government, 2019; Gustafsson & Farver-Vestergaard, 2019). The "Playful Futures report" published by the Children's Commissioner for Wales has had a significant impact on policy and practice in Wales regarding early childhood development. The report, however, also highlights some important challenges, including a lack of funding for play provision, which hinders access to quality play opportunities, particularly for children from disadvantaged backgrounds (Children's Commissioner for Wales, 2019). According to the report, play funding should be viewed as an investment in the development and well-being of children in order to avoid negative impacts resulting in a lack of play for children, such as irritability from too much time spent indoors and loneliness (Gray, 2011). In this regard, a national play strategy should be developed to ensure that every child in Wales has access to quality play opportunities.

Among the challenges identified in the report is the evolution of play, particularly in the digital age. While acknowledging the benefits of technology for play, this report also highlights health concerns associated with screen time among children (Children's Commissioner for Wales, 2019; Gray, 2011). In order to support children's development in a number of ways, a variety of play opportunities should be provided, balancing traditional forms of play with digital forms of play (Hughes, 2011).
The report emphasizes the importance of providing children with opportunities for play as much as possible. It is important to include children in the decision-making processes pertaining to play (Sutton-Smith, 1997), as they are the experts on their own play preferences and needs (Kernan & Mitchell, 2018; Children's Commissioner for Wales, 2019). Several challenges have arisen as a result of implementing the recommendations contained in the report. Parents and educators alike have become increasingly aware of the importance of play and outdoor spaces for the well-being of children. However, in light of the COVID-19 pandemic, the creation of safe and accessible play opportunities has become increasingly difficult (Liu, Wyver & Chutiyami, 2022; BBC, 2020). Moreover, many local authorities face economic challenges, which may affect the availability of funding for play programs in the future (Sandseter, 2009; BBC, 2021).
The importance of play in a child's life has long been debated, and this report contributes significantly to that debate. The paper highlights the challenges involved in providing quality play opportunities to all children in Wales (Kim, Kim, & Kim, 2018). In addition, the report emphasizes the importance of involving children in the design of play opportunities and in the provision of opportunities for them to participate in them and acknowledges that play is an ever-evolving activity (Nijhof & Heerschap, 2018).





Part Three
How poverty as a sociological aspect, challenges children’s life experiences and early years interventions and services that are in place to support children.
From a sociological perspective, it is clear that many children in Wales face challenges due to poverty. A number of aspects of children's development can be impacted by poverty, including their health, education, social, and emotional well-being, which can have a profound impact on their progress (Riley, et al., 2019; UNICEF, 2016). There are a number of early childhood interventions and services available to support children living in poverty and mitigate its effects. Allen (2011) recommends that an evaluation of the various early intervention and service programs available to children from low-income families be conducted.

The provision of free early education and childcare for children between the ages of three and four is one of the most significant early childhood interventions in the United Kingdom. Children from disadvantaged backgrounds will benefit significantly from this program since it facilitates their development and provides a positive start to their lives (Schweinhart, et al., 2005; Shonkoff & Garner, 2012). Additionally, low-income families may be eligible for a variety of forms of financial assistance in addition to free school meals. Upon implementing these interventions, families are able to alleviate some of the financial stress they are experiencing by providing their children with the resources they need to thrive (Duncan & Magnuson, 2013; Yoshikawa, et al., 2013).

However, despite the fact that these interventions have been implemented, many children still live in poverty. It is possible that families will not be able to access free early education and childcare services at all times. As a result, these individuals are more likely to encounter barriers to accessing the service, such as not meeting eligibility criteria, which makes access to the service particularly difficult for them (Shonkoff & Garner, 2012; National Institute for Health and Care Excellence, 2015). The provision of financial assistance can provide some relief to struggling families, but it does not address the underlying causes of poverty, which include low wages and inadequate social security benefits (Heckman, 2006).

For children living in poverty, early childhood interventions can be beneficial, but they do not provide a permanent solution (Rees & Gorin, 2019; Barnett et al, 2008). The underlying causes of poverty must be addressed in order for all children to have access to the resources they need to thrive. Income inequality and an inadequate social security system are two of the reasons for this (The Sutton Trust, 2014; Olds, et al, 2007).

According to Cohen, Manion & Morrison (2018), family structure is considered to be one of the most significant sociological factors contributing to the likelihood of a child living in poverty. This can have an extremely significant impact on the future of a child (Broffenbrenner, 1979). By definition, a family structure refers to the composition of a household in which a child lives, including whether he or she lives with both parents, a single parent, or another caregiver (Gillies, 2007).

Single-parent households are associated with a number of negative outcomes such as poor academic performance, mental health concerns, and social or behavioral difficulties (Amato, 2010). In addition to experiencing higher levels of stress and financial strain, a single parent may also be deprived of social and emotional support. There is evidence that these factors may negatively impact the lives of children living in poverty (Belsky & Fearon, 2002; McLanahan & Sandefur, 1994).

Although single-parent households can differ greatly from one another, it is still beneficial to keep this in mind (Yeung, et al., 2001). To some extent, independent parents with strong social networks and access to support services may be able to mitigate some of the negative effects of single parenting (McCartney & Phillips, 2006; McLanahan & Sandefur, 1994). In addition to the negative outcomes associated with parental conflict and instability, children from two-parent households may also experience a variety of negative outcomes caused by parental conflict and instability (Raver, 2002; Teicher, et al., 2003). This is the reason why these early childhood interventions are considered to be so beneficial in the first place (Pianta & Cox, 2002). A variety of programs are available to support families and children regardless of the structure of their families through the provision of interventions and services. An effective parenting program, for instance, can assist parents in developing positive parenting skills and improving their communication with their children. The use of family counselling and therapy may also be beneficial to families experiencing conflict or other challenges (Marmot, et al., 2010). In spite of this, it should be noted that some drawbacks can be associated with these interventions. The availability of parenting programs and family counseling may not be available to everyone as a result of financial obstacles or a lack of resources (Forehand & Kotchick, 2002). As well, ensuring that all families receive the support they need can be difficult, since the effectiveness of these interventions varies depending on each family's needs (Dadds & Roth, 2001).

Despite the interventions and services that support families and children, there are still some underlying issues related to poverty and inequality that may adversely affect the structure of families. To ensure that children have a positive outcome, it is imperative that all families have access to this type of support to facilitate their continued development (Belsky & Fearon, 2015).
Providing early intervention and services to children can play a critical role in mitigating the negative impacts of poverty on their lives in the future (Gooch, et al., 2016; Sylva, et al., 2015). To maximize the effectiveness of these interventions and services, it is also necessary to address the challenges associated with implementing and obtaining them. It may be possible to achieve this goal by developing innovative ways to make sure that early childhood interventions and services are delivered to families in need, increasing funding, and targeted efforts to reach families in need (Van IJzendoorn, Bakermans-Kranenburg & Sagi-Schwartz, 2019).
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