	Module: ECEY6003
Student Number: 2007715
Total Word Count: 5079
	
	



1. Provide a critical analysis of 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.
Word Count: 1859
 Bronfenbrenner's ecological model shows how children are directly and indirectly affected by the social factors (Aubrey and Riley, 2019). His theory examines the impact that society has on a child and how this influences their development (Aubrey and Riley, 2019). However, it is the sociological issues that society creates such as poverty, childhood traumas, and Covid that impact young children’s lives and their ability to develop into well rounded individuals who are equipped to reach their full potential (UNICEF 75, 2021).  Early Years practitioners have a responsibility to facilitate the optimum environment for children to grow, upholding the concept of the unique child, with success coming from awareness of these sociological factors and having the confidence to be a catalyst for change. This critical analysis examines the type of environmental factors that encourage catalytic leaders in the Early Years workplace and how they can overcome the barriers to learning through instigating change.
In a world where innovations are controlling the ever-increasing pace of modern society, the effect on the individual is to coerce them into becoming agile and adaptive (McDowell Clark, 2012). Industry is seeing a change in leadership style where collaboration and teamwork have taken over from the authoritarian style with positive changes being initiated by individuals who do not hold a position of authority (McDowell Clark, 2012; Ankrum, 2016; OECD, 2018). An Early Years environment operates on the same basis as any other organisation however the decisions and practices within that environment can have far reaching effects on the children that they provide for. At present there is no one style of leadership that is accepted in Early Years settings worldwide even though there is a collective agreement on the importance of the Early Years Education and the speed at which Early Years responsibilities are changing (Heikka et al. 2019). This impacts on consistency of provision and adapting to barriers that may negatively influence learning.
Within Early Years Education perceptions of leadership have not moved forward, and empowerment of individuals is restricted “by creating institutional practices and structures” through an individual decision-making style of leadership (Heikka et al. 2019 p.268). This mercenary type of leadership is unsustainable and less efficient as it fails to recognise the usefulness of the experience and knowledge of others in making positive changes (Cooper, 2014). However, in an educational environment, a teacher by default is a pedagogical leader even without having received the training to deal with the responsibilities of this role. Pedagogical leadership should allow opportunities for practitioners to become more active in change but often this role is restricted to the development of the curriculum and improvement of teaching practices which leads to an apathetic outlook to making changes (Cooper, 2014; Simms et al. 2015).  In contrast, there is a move towards distributive or shared leadership with collaboration and shared responsibility throughout the team, having a positive effect on staff morale and pedagogical leadership by instilling self-confidence (Heikka et al. 2019; OECD, 2018). This type of leadership style helps to banish the myth that leaders must be in a position of authority, empowers practitioners and gives them the confidence to affect change (McDowell, 2012; Zachary, 2011; Cooper, 2014; Joiner, 2017).  
Distributed or a more open form of leadership involving teamwork that facilitates collaboration can be beneficial for the children’s emotional development and wellbeing (Ankrum, 2016; OECD, 2018). The knowledge and experience shared through communication amongst staff flows naturally into the planning and execution of activities resulting in a broader experience for the children (Ankrum, 2016). However, this type of leadership is open to interpretation and is dependent on a leader or headteacher who facilitates leadership opportunities for others rather than leading through delegation of tasks (Lindon, 2011; Tian, Risku,  and Collin 2015). Nevertheless, the requirement for a positional leader is paramount to the success of distributed leadership and hence the effectiveness of catalytic change (Lindon, 2011; Tian, Risku,  and Collin 2015). In comparison, a structured, more hierarchical environment where there is little opportunity for group discussion leads to a stifling of innovation and less satisfied staff with low morale who are not motivated in improving provision (Ankrum, 2016; OECD, 2018). In contrast in a more inclusive environment, practitioners who are given responsibility for a child’s development tend to have a heightened confidence in their ability to succeed and are more likely to be dynamic in their approach to improving provision (Department of Education, 2012; OECD, 2018). This encompasses the pedagogical leadership style combined with a sense of personal responsibility and enthusiasm in attaining a shared vision or goal that has a positive effect on the children and the setting (Cooper, 2014; Simms et al. 2015). 
However, for an Early Years setting to be an environment for catalytic leaders, there is a need to optimise the opportunities for nurturing these agents of change and overcome the barriers that prevent this taking place (Simms et al. 2015). Misconceptions by individuals as to the role of the leader can inhibit self-realisation and self-belief in the possibility of becoming an innovator for positive change (McDowell Clark, 2012; Cooper, 2014). In addition to this, there is still a consensus amongst Early Years practitioners that a leader and hence an innovator of change requires authority however Ankrum (2016) suggests “not needing a title to lead from within is an essential component to implementing change from within schools” (Sims et al. 2015; Ankrum, 2016, p. 158). Fear, hesitancy, and lack of confidence in leadership potential primarily stems from a lack of knowledge and understanding as to what a leader is and the qualities they possess (Zachary, 2011; McDowell Clark, 2012; Cooper, 2014). Encouragement by more experienced practitioners for all staff to collaborate, share problems and ideas, creates an atmosphere of trust, and eradicates any misunderstanding on the qualities of a leader, resulting in leadership decisions becoming part of normal practice (Department of Education, 2012; Ankrum, 2016). Supporting practitioners by imparting knowledge and providing opportunities for further development will facilitate the environment for individuals to become catalytic leaders and go on to empower others to do the same (Lindon, 2011; Hadfield, Jopling and Needham, 2015). 
Empowerment of others stems from collaboration. Through collaboration there is a recognition of individual strengths and interests allowing for reflection and analysis of feedback from others which increases confidence and the ability to continue to empower others (McDowell Clark, 2012; Cooper, 2014; Joiner, 2017). Building relationships with others through reflection and feedback enables the impartment of knowledge and skills that forms part of the mentoring process and opportunities for reflection that can be collectively utilised to critique innovative ideas (Lindon, 2011; Simms et al. 2015). It leads to more resilience and a determination to be forward-looking for positive change that benefits the children and the setting (Cooper, 2014). In contrast, collaboration involves a level of conflict. This should not be viewed as a negative aspect but used as a tool to promote the bonds of a team providing it is dealt with in a balanced way (Zachary, 2011; Cooper, 2014). Balancing multiple interactions between individuals leads to a shared power amongst the team that can be channelled into influencing change (Ho, 2012). It is an opportunity for collaboration to resolve an issue and to view opinions from an unfamiliar perspective (Zachary, 2011; Cooper, 2014).
However, collaboration should not just be limited internally. Communicating and collaborating with parents or carers who directly affect the child’s development will create a balanced relationship that will also empower them to become catalysts for change (Ho, 2012; Cooper, 2014). Successful collaboration with parents leads to a separate branch of shared or distributed leadership where parents become part of the team working with the practitioners to support their child (Hallet and Siraj, 2014).  In contrast the REPEY study demonstrated the lack of involvement of parents in their child's education which led to an era of mistrust and lack of interest from the parents (Bell et al. 2002) Forming genuine partnerships with parents allows for interactions that facilitate transference of information that empowers both sides, encourages a level of commitment and shares responsibility (Hallet and Siraj, 2014). Opportunities for communication of information from both sides leads to a deeper understanding of individual families cultural and sociological issues where subtle changes can be detected and acted upon in a sensitive and empathetic way by experienced and knowledgeable staff.
Quality of provision can be enhanced through professional development and appropriate early years qualifications (Ho, 2012).   The introduction of the Early Years Practitioner Status had a positive impact on Early Years quality (Department of Education, 2012). After gaining the qualification, practitioners from a variety of backgrounds, with differing levels of knowledge and experience in early years gained confidence and were able to successfully take on leadership roles. This resulted in improved interactions between staff and children and a readiness to develop the knowledge and skills of colleagues through collaboration and teamwork.  Good practise was identified through the self-belief of the Early Years Practitioners and the relinquishment of responsibility and the empowerment of other early years staff.  However, in Wales this is a requirement in private or voluntary settings (Social Care Wales, 2017) with a reliance on successful completion of the Qualified Teacher Status and acceptance of a non-specific degree for maintained settings. 
However, in maintained schools, professional standards have been developed in line with the new curriculum and both leadership and innovation are two of the five areas of these standards that give guidance to all staff working on improving quality (Welsh Government, 2019a; Welsh Government, 2019b). Despite that, the standards are generic across all year groups, not specifically aimed at Early Years and weighted in the favour of teaching staff leaving support staff relying on collaboration with more knowledgeable, experienced staff to encourage them as catalytic leaders. Facilitation of opportunities and support for collaboration that encourages catalytic leaders relies on how these descriptors are interpreted by positional leaders, or teaching staff (Cooper, 2014; Joiner, 2017). There is, therefore, a danger that misinterpretation can result in tasks or roles being delegated, leading to a more rigid, narrow form of collaboration, stifling the dynamism that is required to encourage catalytic leaders by compartmentalising them into specific roles (Simms et al. 2015). This can be avoided when experienced practitioners possess a certain morale standard or code and a sense of commitment to raising standards enabling others to improve provision through a sense of moral responsibility. (Ankrum, 2016). Ethically, practitioners feel the need to ensure that the children are receiving the best education possible by keeping up to date with any changes in policy and using their knowledge and experience through professional development (Ankrum, 2016). 
Society is constantly evolving, and equipping children with the necessary tools to adapt to changes is just one of responsibilities of educators. Catalytic leaders in the Early Years make it possible to adapt the environment to support children by working as a team with a common vision, showing commitment to their goals and ensuring they are equipped with the knowledge and experience themselves to keep moving forward. Through collaboration, confidence, and self-belief it is possible to be a catalyst for change and provide the optimum dynamic environment for children to develop. 
 




2. Whilst considering historical political contexts, provide a comparative and critical exploration of how children’s rights and the appointment of Children’s Commissioners across the UK have impacted on early childhood.
Word Count: 2004
It was not until the later part of the twentieth century that childhood was regarded as a significant period of development that warranted specific input and consideration (Heywood, 2018). Throughout history children had been treated as objects of society as possessions to be mistreated, abused, and used as commodities with little thought for their welfare and well-being (Hendrick, 2003).  Society neglected to provide for their basic needs that Abraham Maslow purported to be essential for self-actualisation and achieving full potential (McLeod, 2018). Children were the last sector of society to be granted rights (Such, 2014).  Catalytic leaders played a pivotal role in changing the views of society and fighting for childhood to be realised as more than just a period of preparation for adulthood (Such, 2014) and that they were not “a marginal figure in an adult world” (Heywood, 2018, p. 2). Looking at the history of children’s rights and the creation of Children’s Commissioners, this comparative and critical exploration will provide information on the impact that catalytic change has had on early childhood through.
Visionary, inspirational figures throughout history have brought about catalytic changes that have revolutionised the lives of children and have been instrumental in giving children a voice. During the industrial revolution, the welfare of children conflicted with the political and economic needs of an ever-changing society (Hendrick, 2003; Heywood, 2018). Child cruelty was in abundance and there was no minimum age for children to begin working (Hendrick, 2003; Such, 2014; Heywood, 2018).  To relieve the pressure on society for providing for the poor the creation of the Poor Law of 1834 saw Government and local parishes take responsibility for providing shelter for families and minimal schooling for their children through the construction of workhouses (National Archives, no date; UK Parliament, 2022). However, children were treated cruelly and often hired out to other areas of industry to carry out hard labour for little recompense (National Archives, no date).   One person was an advocate for changes to working conditions and campaigned against the exploitation of children by rich industrialists (The Editors of the Encyclopaedia Britanica, 2016). His opposition to the excessive hours that children worked was a catalyst in the passing of the 10 hours Act defining a minimum working week for children under 18 giving them their first rights and the opportunity to attend school (The Editors of the Encyclopaedia Britanica, 2016; Heywood, 2018). 
 In contrast, children still came under the control of their parents who continued to exploit their freedom and rights. Mistreatment of children continued and there was a necessity to change attitudes towards the status of children within the family and prevent cruelty.  The NSPCC were fundamental in a realisation that children were individual beings and instrumental in making cruelty and abuse illegal through the 1889 ‘Childrens Charter’ (Hendrick 2003; Rogers, 2009; Heywood, 2018).  There was an emphasis on parental responsibility and through campaigning children were recognised as citizens having rights regarding their quality of life and education. These catalytic changes showed an awareness of the negativity in children’s lives at that time and heretical catalysts overcame barriers and worked towards the common goal of giving children the right to be treated fairly (Zachery, 2011). However, at that time children and childhood were still governed by society and culture (James, 2010) remaining an important part of industry. They were being educated but were also regarded as an intricate part of sustaining the economy (Kanyal, 2014). 
 The NSPCC were the pioneers of children’s rights and were the first to recognise that their welfare was dependent on social, political, economic, and cultural concerns (Hendrick, 2003).  The discipline of child psychology had begun to emerge at the beginning of the 20th centaury, and research into childhood, in its infancy, gave credence to the fact that childhood was separate to adulthood and should be credited with a greater depth of knowledge there was still a need to bring awareness of the responsibilities of adults and the part they play in children’s lives (Heywood, 2018). At the time childhood was seen as a social construct that was defined by the society surrounding it and that children were active participants in constructing their own individual childhoods (James, 2010; Heywood,2018). However, this was a period where children did not have the autonomy to fully participate in dictating their path through childhood and this continued to be the case until the signing by The League of Nations of The Geneva Declaration of the Rights of the Child 1924 that directly addressed the rights of the child universally (James, 2010; Freeman, 2010). 
The Declaration of the Rights of the Child 1924 was accepted on a global scale and was born from a need to protect the welfare and well-being of children who had endured an extensive period of suppering and exploitation (Freeman, 2010).  Though not legally binding it became the responsibility of the member states to ensure that society accepted that children had the right to develop, be supported and protected (Children’s Rights, 2019). The catalytic change that resulted in the creation of these rights was a global realisation that children were notable members of society and by their inclusion in The United Nation Convention for the Rights of the Child 1989, children had a recognised global status supported by the fact that “the child has been understood to be a subject of rights” (Pᾰdurariu, 2019, p.1). The perception of this status impacts all aspects of legal and law-making regarding children’s rights since its adoption in 1989 (Pᾰdurariu, 2019; UNICEF, no date a).
As a result of organisations and individuals being catalytic agents of change, laws and standards to protect children have been established.  The United Nation Convention for the Rights of the Child 1989 was adopted by the UK in 1992 (UNICEF, no date b) and underpins education, welfare and wellbeing laws and standards in Wales.  Despite the agreement to abide by the UNCRC, child abuse and neglect still occur but through reference to these rights, there are positive outcomes. As an indirect result of an investigation by Sir Ronald Waterhouse in 1996 (Department of Health, 1999) into child abuse in care homes, together with government legislation (Care Standards Act 2000), Wales were the first in the UK to appoint a Children’s Commissioner.
“The principal aim of the Commissioner in exercising his functions is to safeguard and promote the rights and welfare of children to whom this Part applies.”. (Children’s Commissioner for Wales Act 2001).  The UNCRC forms the basis of their work and throughout the terms of the three commissioners to date their work and schemes have their roots in the articles (Children’s Commissioner for Wales, 2022a).  They represent the UNCRC and ensure that children’s welfare and wellbeing is represented in the Welsh Government and are also members of European Network of Ombudspersons for Children, a conglomerate of independent groups responsible for promoting and monitoring human the rights of the child (ENOC, 2015). Members worldwide can draw on each other's experiences and use this information to promote the rights of the child, protect the rights and ensure that the rights are included in any legislation. This has been evidenced in the 2011 measure (Rights of Children and Young Persons (Wales) Measure 2011) that legally supports the UNCRC. When considering the sociological stance in history with regards to children and childhood, the UNCRC and Children’s Commissioners ensure that history does not repeat itself and are the ombudsmen of Bronfenbrenner's exosystem, minimising any negative influences that societ on behalf of the UNCRC “the right to protection, provision and participation” (Children’s Commissioner for Wales, 2005, p.15). 
The Commissioner is the positional leader with authority who encourages children across Wales to be catalytic leaders through the promotion of the UNCRC right of the child (Children’s Commissioner for Wales, 2022). In 2004 there was a focus on giving children a voice in decisions made by the Children’s Commissioner for Wales and to promote the rights of the child to other children.  The Ambassador scheme was piloted in schools during 2004 and 2005 where children were appointed to evaluate issues within the school concerning the voice of the child and to become a point of contact between children and the Commissioner (Children’s Commissioner for Wales, 2005).  This linked with Articles 12, 13 and 42 as well as Article 3 where the children were being given the opportunity to have their best interests at the forefront of any future decisions (Welsh Government, 2021). Future projects were based on the feedback and analysis carried out by the ambassadors and the scheme continued to grow over successive years. 
 Each Commissioner gave more responsibilities to the Ambassadors with the aim of empowering children not just in schools but in the community with the introduction of Community Ambassadors and Super Ambassadors (Children’s commissioner for Wales, 2022c). It was an opportunity for children to take part in missions and report directly to the Children’s Commissioner, effecting change on behalf of children across Wales (Children’s commissioner for Wales, 2022c). The success of this project was evidenced by the Ambassadors involvement and the creation of the resource pack ‘Here I am’, tackling stereotyping, bullying and racism (Children’s commissioner for Wales, 2022b) and The Right Way, a children’s rights approach for social care in Wales (Children’s Commissioner for Wales, 2017). The later another example of empowering children.
The Ambassadors in schools' initiative became invaluable at this time because it gave a point of contact to all children within the school including the Early Years, but each Commissioner has been proactive in establishing networks of communication to support and promote children’s rights in the Foundation Phase. The Children’s Commissioner for Wales carried out an investigation into the exclusion of children in the foundation phase. She expressed concerns on the impact that a lack of educational provision might have on a young child in addition to the possible effects of reduced support for any special educational needs (Children’s Commissioner for Wales, 2020b). This action also contravened Articles 28, 29 and 30 with regards to the right to receive support and education (Welsh Government, 2021a).  The result of this review identified a significant omission in the Welsh Governments guidance on Exclusion from Schools and Pupil Referral units in that there was no reference on how to support children under 8 (Welsh Government, 2019). The recommendations were that the Welsh Government should promote and distribute the Building Blocks toolkit for foundation Phase practitioners that advised on emotional wellbeing issues and supporting children with social emotional behavioural difficulties (Children’s Commissioner for Wales, 2020c). In addition, it emphasised the five principles of The Right Way (Children’s Commissioner for Wales, 2017). It empowers children giving responsibility to authorities to listen to the children and allow for their participation in decision making.
The present Children’s Commissioner for Wales continues to support issues that impact on the rights of the child whether that be positively or negatively. The issues of health advocacy and supporting children’s opportunities for play during the summer are two of the future projects that are being undertaken in consultation with children and the Welsh Government ensuring that underpinning themes of the UNCRC of Provision, Protection, Participation and Promotion are being upheld (Children’s Commissioner for Wales, 2021; Children’s Commissioner for Wales, 2016).
Throughout history children have been governed by sociological issues, been marginalised, and their childhood undeserving of recognition (Heywood, 2018; Marten, 2018). However, there have been champions of their cause who were important in instigating catalytic changes. They have changed the views of society who now see children as individuals, and childhood a significant stage in the development of a human being. The UNCRC have fought for children to have rights that give them the voice to make changes, be heard and be treated with the respect that they deserve (UNCRC, no date a). With the aid of ENCO and the Children’s Commissioners across the world, children will continue to have their positional leaders who ensure that they will always be listened to and considered in every decision made that affects their welfare and wellbeing.  




















3. Choose ONE sociological aspect that challenges children’s life experiences and provide a critical evaluation of the early interventions and services that are in place to support your chosen aspect.
Word Count: 1216
Until the introduction of the rights of the child by UNICEF, children were governed by society’s perceptions of them with little regard for the effects on their mental well-being at the time or in the future (Martin, 2018).  Political and economic pressure on families meant that children were groomed to work and take their place in an adult society away from their families. This often resulted in a sense of isolation and loss which culminated in a high incidence of suicide amongst children and young adults (Heywood, 2018). However other forms of trauma such as abuse, poverty and cruelty impacted on a child’s wellbeing and although in modern society these incidences have reduced, children are still being affected traumatically by negative sociological factors (Vitalsigns, 2019). Early identification of the sociological factors that cause childhood trauma and interventions to support the child and their family are imperative to preventing future mental and physical health problem (Youngminds, 2017; Vitalsigns, 2019; Early Intervention Foundation, 2022).  This critical evaluation examines the impact that early intervention has on the wellbeing and mental health of children and the effectiveness of services that are in place to counteract the lack of leisure facilities during covid-19.
Resilience is a way of dealing with adversity, developing through positive childhood experiences alongside self-belief and self-confidence. The environment and environmental issues make a significant contribution to the development of the brain and a child’s ability to develop resilience when dealing with adversity (Fergusson and Horwood, 2012, p.130; Adversechildhoodexperiences, 2022). However, negative experiences whether a single episode or continuous trauma will impact on a child’s social, emotional, physical, and cognitive abilities and will affect their mental and physical health in adulthood (Fergusson and Horwood, 2012; Scottish government, 2020; Welsh Government; 2020b; Early Intervention Foundation, 2022). Sociological factors such as childhood abuse, parental mental ill-health and domestic abuse can all contribute to adverse childhood traumas ( Youngminds, 2017; Vitalsigns, 2019; Early Intervention Foundation, 2022). However, according to Haines and Standing (in Young Minds, 2017) it is possible to overcome trauma and to reboot the brain. Early intervention support from individuals who have an input into the lives of children through positive relationships, building bonds and putting in place a structure that promotes a stable environment will encourage the resilience that improves the wellbeing of the child (Youngminds, 2017; Center of the developing child, 2022). 
Early intervention takes many forms providing support to both the child and the family (Early Intervention Foundation, 2022).  It targets all areas of a child’s development and looks to support the root cause. However, policies need to be in place to change the root causes of ACE’s on a social level rather than targeting individuals and small groups (Edwards et al, 2019).  The Welsh Government have addressed both areas.  Legislation looks at the “social, economic, environmental and cultural well-being of Wales” and addresses issues such as poverty, health, and employment with the aim of sustainability for the future (Well-being of Future Generations (Wales) Act 2015; Welsh Government, 2015 p.3). However, success relies on public bodies collaborating, integrating the law into future policies, involving people, and being proactive in preventing future problems that will affect the wellbeing of the nation. 
Awareness is key to early intervention along with opportunities to share information, experiences to effect change and empowering people to identify the traumas that cause ACEs in individual children through training and use of the Trauma and Ace (Trace) Informed Organisations Toolkit (Ace Aware Wales, no date; Wales Safer Communities, no date; Adverse Childhood Experiences, 2021).  The first 1000 days is an NHS Wales early intervention initiative that seeks to reduce ACEs through collaboration and working together with the aim of providing support agencies across Wales with the knowledge and information required to identify sociological problems that may lead to childhood trauma and put support networks in place (Cymru Well Wales, 2017). Awareness is crucial for dealing with the aftereffects of Covid-19 on the wellbeing of children in Wales as was identified in a review of ACEs by the Welsh Government (Welsh Government, 2021).
According to UNICEF “COVID-19 is the biggest crisis for children in UNICEF's 75-year history, reversing hard-won progress.” (UNICEF, 2021, p. 2).   The onset of covid-19 in 2020 and the Government's decision to carry out a national lockdown immediately triggered a recognition by UNICEF and the Children’s Commissioner for Wales that this would have a negative impact on the wellbeing of children (UNICEF, 2020; Children’s Commissioner for Wales 2020).  Children’s Commissioners received advice from the United Nations with a message to protect children, maintain provisions and provide opportunities and information to ensure that negative effects on wellbeing of would be minimalised (Children’s Commissioner for Wales, 2020a).  
The decision to close parks resulted in limited leisure opportunities for children however many Youth services continued face to face, and others became innovative in their ideas and provided activities digitally but even this was difficult to access for some due to lack of digital support and time (Children’s Commissioner for Wales, 2020a; Campbell et al. 2021). Ensuring that services offering physical activites remained available was a specific requirement in the advice given by the United Nations (Children’s Commissioner for Wales, 2020a).  Physical activity is essential for physical and mental health at any age and children under 5 should be doing at least 3 hours of physical activity a day (World Health Organisation, no date).  However, this was severely restricted during the lockdown period which would have an adverse effect on wellbeing as well as the longer-term harm to health (Campbell et al. 2021).  The Commissioner for Wales following the advice of the United Nations emphasised to the Welsh Government the importance of providing leisure facilities for children especially during the summer holidays (Holland, 2020). She highlighted the minimal risks of transmission compared to the heavy impact on mental health and wellbeing as well as stress to other family members.  The restrictions on parks and outdoor areas were lifted in July 2020 (Welsh Government, 2020).  
Nevertheless, the effects of covid on children are still being felt, particularly with regards to ACEs. “Evidence already suggests that childhood adversity has increased as a result of COVID-19, particularly in some of our most disadvantaged and vulnerable communities.” (Welsh Government, 2021, p.5). Work continues by the Welsh Government addressing the inequalities that coronavirus has highlighted and how this has affected the disadvantaged and vulnerable (Welsh Government, 2021). Awareness of the negative impact on the physical wellbeing of children has been identified and recommendations for a Covid recovery plan that will combat the effects of the pandemic to be put in place with the intention to limit the incidences of ACEs in the future (Welsh Government, 2021).
Children who are resilient can cope with adversity in a positive way but to build resilience they need the support of others to scaffold them through the negative experiences. Sociological issues such as the impact of Covid-19 led the Children’s Commissioner for Wales to lobby the Welsh Government to put in place support systems to avoid or dampen the possibilities of ACE’s on children.  This work is ongoing, but the support networks are identifying potential trauma and early intervention systems are being initiated. This will go some way to ensuring that the children are able to develop the resilience needed to deal with future adversity.
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