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Editorial Comment 

Hope and Optimism 
 

James Freeman 
 

 

Nobody showed me, nobody told me 
What to do when the story turned out wrong 

Or how a heart does its mending, without the perfect ending1 
 

ost of what happens in Child and Youth Care takes place in the 

middle of the story. The past has brought us to the present and 

the future is not yet in sight. It’s active, messy, full of the 

unknown. We meet people where they are and that’s often in the midst of 

the struggle. We stay present, providing support and sometimes finding a 

bit of clarity. As the phrase “when the student is truly ready, the teacher 

disappears” implies, many of those we get to know move on to finish their 

stories without us physically present. Sometimes we’re in roles and life 

circumstances to remain with them as fellow travelers in life and sometimes 

not. We’re called, as a surgeon or artist, to the next need or opportunity.  

Some of us sign up for this work from the beginning, knowing exactly 

what we’re getting into. Others, perhaps most of us, discover what this 

form of helping involves as we immerse ourselves in the process. It’s real 

 
1 Agen, A. (2017). Tennessee rain [Song]. On The Voice complete season 13 collection. Universal 

Motown. 
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life, direct, uncomfortable at times, and disruptive to even our core beliefs 

and purpose.  

Hope and optimism are two elements that fuel our persistence and 

ability to ‘hang in’. That’s partly why the last two years of our global 

experience has been so draining. The pandemic, the persistent inequities 

and tragedies that have risen to our collective awareness have chipped 

away the edges of our hopefulness and our optimistic frame. Questioning 

where we’re all headed - and if we’ll even get there - can drain one’s 

confidence.  

Yet, perhaps the conditions we’ve experienced have brought us closer 

to a reality of the human experience in ways that we previously covered 

up in our overly busy and distracted lives. Human lives have the capacity 

to heal and to recover. Human strength is found in even the deepest of 

relational wounds. It’s up to us to create conditions for these buds of 

strength and hope to blossom. The meaning we create and find in our 

connections with each other are the place where this occurs.  

In the spaces of our daily lives let’s commit to look for roots of hope. 

Encourage one another. Look for the good. Share and spread optimism. 

Not because it shifts the focus from pain and suffering but because that is 

what we need right here in the middle of our story as it unfolds. 
 

JAMES FREEMAN, MA, CYC-P is a certified Child and Youth Care practitioner. He can be 
reached at james@training-grounds.net. Learn more at www.training-grounds.net. 

 

Unless stated otherwise, this Editorial Comment is provided by the writer in their personal capacity and 
without prior sight of journal content. As such, the views and opinions expressed in articles elsewhere in this 

journal may not necessarily reflect the views of the Editorial Comment writer. 

mailto:james@training-grounds.net
http://www.training-grounds.net/


 
 

October 2021 
ISSN 1605-7406 

5 
 

 

https://www.rcycp.com


 
 

October 2021 
ISSN 1605-7406 

6 
 

Families and Natural 
Supports: Where are They? 

 

Michelle Briegel 
 

 

ack in my early days of child and youth care I worked in a long-

term group home in Alberta, Canada. We had six beds available to 

children’s services located in what was considered an average 

neighbourhood. At the time, a long-term group home would often have 

young people living there for a number of years, often until they 

transitioned into adulthood and moved to a supported independent living 

situation. It was not unheard of for residents to stay three or four years in a 

setting such as this. Long-term group homes were designed for youth 

who were not able to live at home; those who did not fit well in foster 

care, and many were permanent wards of Children’s Services.  

Family involvement was limited. If there was family involvement it was 

the occasional visit home on a weekend, or the family might come home 

to the annual holiday celebration held in December. Family visits would 

often break down and we would pick up the young person up after only 

one day with their family. Sometimes it would not even last that long. 

Phone calls with family members were only allowed during certain 

scheduled times, usually after dinner and when chores were completed. 

This rule was sometimes broken because families would call outside of the 

scheduled time claiming that was the only chance they had to call.  

We had such rigidity around family that we had rules about when 

young people were allowed to talk to their family; and that we allowed 
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home visits with family, as if the child belonged to us and we would allow 

them to only visit their family (T. Garfat, personal communication, April 29, 

2021). 

Young people did not have cell phones or access to the internet, 

neither had become mainstream yet, so they were very dependent on 

access to family through landlines monitored by the group home staff. At 

the time, we had strict rules about how and when the phone line was used 

by youth in the program. We didn’t want them to have free access to 

phones, as we believed it was sure to cause behavioural problems if they 

became upset during the phone call. We went through a number of 

phones because the phone would be slammed, thrown across the room, 

and even used as a weapon on occasion. Phones were risky in the hands of 

an upset and dysregulating young person. Thinking back on it now, I do 

not know what we were thinking. We would put young people in the 

position of having emotionally charged conversations with their family 

members in front of their peers and then wonder why they could not keep 

control of their emotional reactions.  

At the time, I was fresh out of school and ready to change the lives of 

the “at risk youth” that I was charged with caring for. I wasn’t sure that I 

was fully prepared to help young people fix their lives, become 

independent, and break away from their “dysfunctional” families, but I 

knew there were people that I was working alongside who had been doing 

this work for a long time, so why question anything? I just went along with 

what I was told to do and did not ask questions (at least in the early years 

of my career). There were rules and processes in place for a reason, and 

families were not in the lives of youth in the program for a reason. It was 

not my place as the Youth Worker to question or inquire about different 

options. What the Case Worker or Social Worker (Children’s Services 
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delegated guardian) said they wanted to happen is what was done, end of 

discussion. 

I eventually became a key worker, the Youth Worker in charge of one 

young person in the group home. In my case (which I recognize might not 

have been the same for all key workers in other programs), I was 

responsible for all the reporting, assessments, and attending case 

conference meetings involving this particular youth. This meant that I was 

able to help guide the treatment plan of my key kid, or so I thought. I soon 

found out that Youth Workers did not have much respect at the 

conference table when it came to decision making and case planning. 

Family members were not often present at the regular case 

conferences regarding their child. Case conferences usually consisted of 

the group home manager, supervisor, or director; the key worker; the Case 

Manager from Children’s Services; the youth (sometimes); and on few 

occasions the family. Apparently, it was deemed unimportant to invite the 

family. Sadly, at the time, I was just fine with that; because clearly, they 

must be the problem – right? We (the professionals) are the best people to 

support youth in care, right? We will always be there for them, won’t we?  

Fast forward a decade or two and I am managing multiple programs at 

a large agency and we (Children’s Services and Children’s Services 

Agencies) are learning about the importance of including family in the 

treatment plans of young people. We are exploring wrap around type 

services that include having the young person’s family of choice at case 

conferences, supporting the youth who is always in attendance at a case 

conference. We are learning about family finding (n.d.), a concept created 

by Kevin Campbell that involves the professionals in the lives of young 

people actively looking for people from the young person’s past who can 

be supportive in the life of the young person. We are looking for people 
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outside of ourselves to be the support that will carry on as we (the 

professionals) pull out of the young person’s life. We are involving people 

who, in the past, we would have declared unfit or problematic to the table 

at decision making time. We (the children’s service sector) have decided 

that young people most often go back to where they came from, back to 

their family, or back to the where and what they know – including the 

streets. Therefore, in light of that, we certainly should include the people 

that are important to a young person in their treatment planning … 

shouldn’t we? The answer is yes. Yes, we should, but are we? 

An old African proverb, believed to embody the spirit of several African 

cultures, says “It takes a village to raise a child” meaning that the entire 

community should engage with children so that they can grow in a safe 

and healthy environment. Yet, despite knowing this is likely true, society in 

general (western society especially) seems to fail at following through. We 

isolate within nuclear families, and when the nuclear family encounters 

difficulty within the family system and trouble arises, children’s services 

will often get involved, for good or bad depending on the situation. 

Regardless, if children’s services involvement is good or bad it is traumatic 

for children, youth, and families. Imagine being a child who is taken from 

your home and family and sent to a place where you do not know anyone, 

you don’t know the rules, you don’t know if you will see your family again, 

and you don’t know if you will be safe. If you are a parent or have a young 

person in your family that you can call to mind, think about the fear that 

child would have if it were them who was taken away.  

We tend to forget about the fear when we believe we are helping 

children, youth, and families by intervening to keep children and youth 

safe. Who is there to help bridge the transition for the child, who can they 

rely on to be there? I know that many practitioners in child and youth care 
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think they will be that person. We want to be that person for young 

people, but we are not. We are paid professionals in their lives, we will not 

be there long term, we cannot love and care for them in the same way 

that someone who will be part of their life forever can. I am not saying that 

we will not love and care for the children and youth we serve, but not in 

the same way that family can. Therefore, it is our responsibility to find the 

people who will be there for children and youth to support, love, care, and 

help to keep them safe throughout their life.  

So, what is it that is getting in the way of this happening for every 

young person, each time? I believe it boils down to lack of resources and 

overloading of case management. I do not think that anyone who works 

with children, youth, and families would be against finding family, or 

individuals who can be natural supports to a young person; it is just finding 

the time and the resources to do it.  

What if we had a dedicated person to do family finding at each 

program? A person who could work with the children’s services case 

manager, and the young person – if they are able – to seek out natural 

supports? I wonder what kind of difference that could make in the life of a 

young person who has been taken into care, or a young person who is 

struggling and at risk of needing children services intervention. The Family 

Finding Model, developed by Kevin A. Campbell (n.d.), is an evidence-

based model used to identify relatives and other important adult 

connections for children in care. The model responds to those involved in 

the child welfare system with the same urgency as the Red Cross during 

crisis, using the philosophy of Article 26 of the Geneva Convention – “The 

Right to Know”. Family Finding projects have demonstrated that Family 

Finding works to significantly increase the number of relatives and other 

http://www.familyfinding.org/
http://www.familyfinding.org/
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important adult connections for children in care and leads to an average of 

five to eight offers of help from these adults (Campbell., n.d.). 

I remember many years ago working with a young person in the long-

term group home where I worked. This youth had been taken into care 

under a temporary guardianship order, meaning she could be in care for 

up to two years (or more if extensions were granted), while the system 

decided what would happen for her. Her Mom was living in a very unclean 

home, where hoarding was occurring, and Dad did not have custody. So, 

the youth and her brother were taken into care and placed in different 

group homes. At that time, the immediate family may have been 

consulted about taking in the children but there was no support offered to 

make it manageable. There was a grandmother involved but she was 

unable to care for two teenagers without assistance. The system failed the 

children in that they failed to dive deep into the past of the family and look 

for people who could be involved with the children. Instead, the children 

remained in long term group homes with multiple extensions on their 

temporary guardianship order, while their Mom was given orders 

repeatedly to get the house in livable condition to get her children back. 

What we know now, is so much more support was needed for this family.  

Years later, an aunt and uncle who lived in Ontario, found out about the 

children being in care. They did not know they had been taken into care 

because nobody had looked for other relatives. Once they found out, they 

wanted to know if they could move to Alberta and take the children into 

their care? They were fully prepared to do whatever they needed to do to 

help the children. Unfortunately, by that point, the children had become 

enmeshed in the child welfare system and did not want to go live with 

people 
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 they now viewed as strangers. I wonder if this would have worked out 

differently had the aunt and uncle been connected to the children earlier 

on, perhaps in what we now know as a kinship placement.  

Resources will probably always be a barrier to child and family services 

being done well, but we can continue to advocate for better options. 

People need more time and space in their caseloads and programs to be 

able to do their jobs well and provide the best possible outcomes for 

children, youth, and families. By asking local children’s service authorities 

and organizations about models such as Family Finding (nd) we encourage 

the system to continue to keep looking for natural supports for children 

and youth in care. Everyone needs someone in their lives who will be there 

for them as a supportive resource and young people in care need this even 

more as their lives are quickly turned upside down. I hope we can commit 

to doing more than just talking about it. 

 

Reference 
Campbell, K. (n.d.). www.familyfinding.org 

 

Originally published in Relational Child and Youth Care Practice, Vol 34, No.1 pp44-
49  
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The Shifting Dynamics in 
Creating Connections With 

Young People 
 

Jack Phelan 
 

 

hild and Youth Care practice, when it is done well, involves 

connecting in increasingly personal ways with another person to 

build influence so that new perspectives and beliefs can be 

considered and hopefully accepted by the person being helped. The 

skilled CYC practitioner carefully considers every interaction with the 

other person to increase the power of the connection and minimize 

experiences and interactions that will diminish the strength of the 

connection between them. 

It takes several years of experience to become skillful in connecting 

with people who are naturally fearful of closeness and vulnerable 

interactions. I would like to describe the increasingly complex dynamics 

that CYC practitioners are able to manage as they become more 

sophisticated and skilled in relationship building. 

During the first year it is too chaotic and unsafe for most practitioners 

to be deliberately connected with young people in their care. Personal 

boundaries need to be fairly thick, interactions more factual and focussed 

on managing behavior, while safety and program demands require new 

workers’ full attention. Most attempts to be friendly and personal with 

youths in the program are viewed by the youth as obvious ways to 
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develop compliance with behavioral expectations, not genuine interest in 

them. The anxiety embedded in new staff members who struggle with 

competence and fear of confrontations blocks them from creating useful 

connections for the initial period of life space practice. 

Therefore, the first stage of building skill in connecting is to be non-

relational for an extended period, typically lasting nine months to a year. 

Only after becoming confident and competent in managing a safe 

environment can safe connections be created with young people. At this 

second stage the CYC practitioner works toward building his/her 

attractiveness to the young person through becoming interested in the 

music, athletics, hobbies or other interests of the youth and gradually 

increasing the youth’s desire to be interacting with him/her. As the youth 

becomes more attracted to the presence of the worker, there is an 

increase in “other-awareness’ in the young person, he/she is beginning to 

think about how the other person is affected by how they behave. This is 

an Important step in building connection, which is a strategy familiar to 

many CYC staff, and the use of “I” messages by the staff, to indicate how 

the youth impacts others, especially the newly attractive worker. The goal 

is to build awareness in the young person of considering other people’s 

needs, becoming less ego-centric, thus more socially competent. 

The focus for the worker during this process is on himself, becoming 

more attractive as a role model and comfortable support for the youth. 

Many staff reach this stage of connection ability after sufficient 

experience and remain here. The usual struggle for CYC staff who remain 

focussed here is that it is painful to break the connection when youth 

leave the program or they move, because the power of the relationship is 

lost because it demands the constant presence of the CYC worker. 
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Th next level of connecting is also built on the ongoing presence of the 

CYC practitioner, as the worker expands the young person’s awareness of 

others and the social dynamics of relationships. Through gradually 

building experiential moments of learning, the worker skillfully increases 

the youth’s judgement of social impacts. The youth starts to think about 

how the worker would evaluate the impending decision to do or not do 

something, e.g. “what would he/she think about what I am about to do” 

and allows himself to be influenced by this judgement of the worker. The 

next step is to expand this evaluation of potential behavior to consider 

how several others (teacher, friends, etc.) would be impacted. 

This is a more personal and vulnerable connection between the worker 

and the young person which develops as boundaries become closer but is 

still based on the presence and attractiveness of the worker. There is an 

important limitation on this type of relational influence because it is 

grounded in whether the worker would be a useful point of reference for 

the youth. Most of the young people we support live very different lives in 

communities and social groups that are not reflected in our typical 

program situations. Even though a worker might be a role model for a 

youth inside the environment of the program, most youth do not believe 

that the worker’s strategies would succeed in the “real world” of their lived 

experience. So the value of the connection is limited to the time spent 

inside the program. 

After several years of practice skillful practitioners realize the limited 

impact of creating connections based on their own presence and life logic. 

The next stage of connection building involves a new focus and goal, so 

that more permanent change will occur. Gradually the mature CYC 

practitioner shifts the focus off him/herself and begins to support 

strengthening the attractiveness of the young person’s self image. Simply 
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put, the goal is no longer to become personally attractive to the youth but 

to get the youth to like himself. This shift in focus is difficult for most 

practitioners because they have been invested in building their own 

presence and attractiveness for most of their career, evaluating their 

success by how much the young people like them. 

When the connection between the practitioner and the young person 

is focussed on supporting the youth to value their own strengths, which 

are typically quite different than the strengths listed in program treatment 

plans, the practitioner is minimizing their own opinions and life logic. The 

young person begins to see their own intrinsic worth and value, which 

allows nurturing to be accepted without suspicion or fear. As personal 

competence increases, based on realistic strengths and tempered by 

socialized logic, the youth becomes less reliant on the presence of the 

helper. This type of connection leads more naturally to separation and 

independence without regression to old problematic patterns. 

To summarize, the steps of connection building begin with no 

relationship focus, through personal attraction efforts, to generalizing 

social messages and lead to a minimal focus on the worker and a 

concentrated focus on the “real” other person. 

 

JACK PHELAN is a regular contributor to CYC-Online. He is the author of Intentional CYC 

Supervision: A Developmental Approach and Child and Youth Care: The Long and Short 

of It, both available through the CYC-Net Press. Jack teaches Child and Youth Care at 
Grant MacEwan College in Alberta, Canada. Learn more at https://cyc-
net.org/People/people-phelan.html
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How can Children’s Rights 
Support Inclusion of 
Children and Youth? 

 
Tara M. Collins 

 

 

hild and Youth Care Practitioners (CYCPs) are unlikely to forget 

about children and youth given the daily focus of their work. But 

this does not seem to be the case about some government leaders 

in society. The COVID-19 global pandemic has exposed yet another 

example of the divisions between adults and young people. As a result, 

this brief column focuses on how children's rights can assist to include 

young people in dialogues and efforts to counter their disregard or 

dismissal.  

As we all know, divisions abound around the world due to the 

pandemic. For example, the reality that only 3.1% of people in low-income 

countries have at least one dose of the COVID-19 vaccination is a critical 

issue that means that the pandemic will continue to be a reality in the 

future (Our World in Data, 2021). (While there has been some progress in 

recent years, it is essential to point out that other vaccine preventable 

infectious diseases continue to rage throughout the world (WHO, 2019) 

while much of the international community focuses on COVID-19.) There 

are also various divisions that adversely affect young people including 

their consideration in public dialogues. In Europe in recent months, there 

have been at least two instances of political leaders who seemed to 
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“forget'' to include children when referring to vaccination rates for their 

populations, which have been dismissed as simple errors. But as Dineen 

and Autzen (2021) outline, these errors could have greater significance in 

terms of how the Irish Prime Minister (known as the Taoiseach) and the 

German Minister of Foreign Affairs under-appreciate the children in their 

countries. The authors explain that “children are people too and deserve 

for their health and wellbeing to be explicitly considered in policy 

decisions that affect them. We should now start including children in the 

vaccination statistics. The truth is, they should never have been 

discounted”. This is important to a rights-based approach. As Ranahan et 

al. (2015) explain, this approach recognizes young people as rights-holders 

and that people in positions of authority and responsibility are duty-bound 

to uphold and realize these rights, which necessarily includes government 

leaders. This is a collective global responsibility (excepting the USA) since 

every other country in the world has ratified or acceded to the primary 

international children’s rights instrument, the UN Convention on the 

Rights of the Child ([CRC], 1989). Children are entitled to be taken into 

account and be respected in key society discourses and decision-making, 

including their contributions to decision-making. 

Some think that children’s rights are alienatingly divisive, rather than 

inclusive. Such concerns often are motivated by parental rights and the 

perceived tension of children’s rights with the family (e.g. Guggenheim, 

2005; Hafen & Hafen, 1996). This reflects the understanding that 

acknowledging children’s rights necessarily involves a loss of power and 

authority from parents and caregivers. Consequently, some people 

criticize children’s rights as problematic in practice. When reviewing 

various children’s rights instruments and documents however, it becomes 

clear that this tension is a misunderstanding. In fact, children’s rights 
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confirm the role of parents, legal guardians, and caregivers in the lives of 

children in order to implement these rights. For example, the CRC 

specifically identifies family throughout CRC (preamble, a. 2, 5, 8, 16, 20-

22, 37). Similarly, the African Charter on the Rights and Welfare of the Child 

(OAU, 1990) affirms family in relation to children’s rights in articles 10, 14, 17, 

23, 24, 25, 30, 31; it also confirms protection of the family in article 18, 

parental care and protection in article 19, and the child’s responsibilities to 

their family and society, state, and international community in article 31.  

Inclusion through children’s rights should not be dismissed as 

colonisation or meaning that children are all the same as characterised by 

such concepts as the “universal child” or “globalised child”. There has been 

much criticism of the CRC’s text due to its prioritisation of ‘Western’ 

childhood ideals and the perpetuation of colonial tendencies (e.g. Faulkner 

& Nyamutata, 2020; Grahn-Farley, 2008). Indeed, the CRC is not a perfect 

instrument and has numerous limitations (Freeman, 2020).  
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A critical approach to children’s rights is essential to recognize 

children’s diversity and their contexts (Collins, Sinclair, Zufelt, 2020). In 

accordance with anti-oppressive practice, we must examine and analyze 

power and strive to work across differences, consider our assumptions, 

our privileges, impacts of racism and how they influence systems, 

institutions, and experiences of young people due to their identities or 

social locations (Baines 2011). As Freeman (2007) outlines, this is since: “It 

has always been to the advantage of the powerful to keep others out…” 

(p.6). Furthermore, Garfat et al. (2018) outline:  

 

“becoming involved in a person’s or family’s life is more than an 

inter-personal process; it requires an engagement with the 

context of history and its consequences, including, for example, 

the histories of residential schools and deeply embedded biases 

impacting Indigenous communities across North America, as 

well as anti-Black racism, gender normativity, sexual 

conservatism, neuro-diversity and other histories of oppression 

and racism around the world.” (11-12) 

 

Taking such approaches into our understandings and practices of a 

child rights-based approach, we can choose to highlight the essential 

purpose of children’s rights beyond the restrictions of some of the CRC’s 

provisions. This is important because as professionals who care about, and 

work with children and youth, we should ensure respect of children’s 

rights as the essential framework that promotes the respect and dignity of 

children and youth. This implementation reflects and respects the context 

in which young people are found and should ensure that they are not 

ignored, dismissed, or prejudicially treated. In this way then the 
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fundamental purpose is retained. As such, children’s rights should not be 

understood as static but necessarily evolving over time to inform 

understandings about, and activities concerning children (Collins & Wright, 

forthcoming).  

In conclusion, children’s rights are fundamentally important to our 

understanding of children and youth and how we can support them. While 

there are some valid criticisms, necessitating critical approach, children’s 

rights remain a very significant to the work that we do. The 

aforementioned examples illustrate both government and society's 

tendency to 'forget' about children, which contradicts rhetoric referring to 

children as 'our future', revealing the lack of commitment in practice. This 

accentuates the valuable work of CYCPs (and others) to fill the gaps. But 

more is needed. The pandemic significantly affected human rights 

including children’s rights to adequate standard of health, education, and 

be taken seriously in decision-making. As the aforementioned recent 

examples highlight, there is a great need for greater individual and 

collective advocacy by CYCPs and other professionals, advocates, and 

young people themselves to highlight children and youth as well as the 

issues that they and their families are experiencing. In addition, greater 

awareness and understanding about the children’s rights framework is 

required to advance our efforts to ensure better respect of children and 

youth in our societies. 

 

 
@CYCAREWORKERS 

 

http://www.twitter.com/cycareworke


 
 

November 2021 
ISSN 1605-7406 

26 
 
 

In the end, COVID-19 has changed so much and divisions must be 

overcome as Linda B. (2020), a Canadian adolescent poet, reminds us:  

 

“Everything that was superficial which defined us before, has no 

worth. 

Because a virus attacks without judgment, prejudice or praise. 

The lines that have once separated us, have now drawn us 

together, like a rope we’re all 

grasping for dear life. 

And although we all fight different battles, we fight for the same 

thing everyday. 

We fight for hope.” 
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Identity Conversations in 
Child and Youth Care 

Practice 
 

Kiaras Gharabaghi 
 

 

uestions of identity are often raised in the context of identity 

politics, which immediately renders the resultant discussions 

divisive and tense. That doesn’t mean these questions should be 

avoided; it simply means that engaging these questions requires a great 

deal of capacity to deal with the tensions that will flow from them. In this 

article, I want to focus not on general questions of identity but instead the 

much more specific context of how explorations of identity can contribute 

to child and youth care practice in an interpersonal relational context. I 

think it is important to begin to develop intentional frameworks for 

becoming engaged with young people pursuant to their evolving ways of 

seeing who and how they are in this world. We should explore with them 

who they see themselves as being, how their vision of who they are is or is 

not influenced by the current circumstances of their lives, and how an 

ongoing reflective process of thinking about who they aspire to be can be 

helpful in managing the adversities and challenges they face now and in 

the future. It is not possible, of course, to have such conversations with 

young people outside of historical, political, and systemic patterns of 

social and cultural life. We are all rooted in our social context, whether that 

is a context of privilege or adversity, opportunity or oppression. And yet, 
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regardless of how we are socially positioned based on race, ability and 

disability, gender and other factors, we will spend every day of our lives 

navigating our relationship with the world around us. Many identity 

conversations with young people get stuck on static factors and their 

relationship to systemic and structural injustices. I want to suggest that 

while this is perhaps not surprising and entirely legitimate, it is also 

worthwhile to de-center such static factors and focus instead on identity 

in a relational way. In other words, we can focus specifically on young 

people’s relationship to the world they experience all around them, 

understanding that the world around them is not an objective thing but an 

ever-shifting network of relationships that offer both goodness and care 

as well as challenge and injustice. 

I am not advocating that we begin to ask young people questions such 

as “Who are you?” and “Who do you want to be?” In fact, I would 

discourage such questions, in part because they center identity not in 

relational ways but in descriptive, object-centered ways. For a young 

person, who they might see themselves as being very likely differs 

depending on a range of circumstances. It turns out that we can be more 

than one thing, more than one way, in relation to different others and 

different constellations of circumstances. And asking “who do you want to 

be” is a loaded question, placing the responsibility for being someone in 

particular squarely on the young person disconnected from their social 

context. Who I want to be depends entirely on who you choose to be, and 

how your choice of being a particular way becomes performed in my life. 

The spirit of ubuntu, often captured in the phrase I am because you are, is 

indeed at the centre of our relational identities. 

Still, I think we have endless opportunity in our interactions with young 

people to explore how they see themselves being and evolving in relation 
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to the world around them. Engaging how we are in relation to what we 

encounter is a critical component of building strength and resilience in the 

face of adversity. It is also an essential feature in decision-making when 

we are faced with both everyday situations and with much more impactful 

and significant choices that may influence our future. One example where 

relational identity conversations might feature more centrally than they 

currently do is managing conflict with others. Our focus in doing so is 

usually based on solutions; we ask questions such as ‘how can you get 

along with this person’ or ‘how can whatever you two disagree on get 

resolved’. In other words, our focus is interventive – we aim to solve a 

problem by helping young people explore strategies to move forward. 

There is nothing wrong with doing so, but I am not sure this really speaks 

to the opportunity presenting itself. For most young people we encounter, 

specific interpersonal conflict situations are not really defining moments in 

their lives. Conflict happens, peer relationships come and go, and whether 

or not a conflict is resolved ultimately is almost always circumstantial 

anyways. Instead, we might use the opportunity not to solve the 

presenting problem (the conflict), but to focus on how a young person 

thinks about the conflict, which provides an opportunity for that young 

person to build identity infrastructure. By that I mean that it allows a 

young person to think about their own way of being in the face of conflict 

and how this way of being is reflective of the ways in which they ascribe 

value to solutions and to their own mastery of humility, respect for others 

even when we don’t like what they do, and their general positioning or 

response to a world in which conflict and care always co-exist. 

Everyday encounters and experiences also lend themselves to 

relational identity conversations. Walking with a young person past a 

homeless person allows for conversations to emerge that focus not on 
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whether walking past the homeless person (without engaging or assisting) 

is right or wrong, but instead about how the young person thinks about 

their own way of being in the world in relation to the encounter with 

homelessness. Who or what are you in that context? Are you a bystander? 

A person complicit in the other person’s fate? A person with 

responsibilities to respond to this moment, or perhaps to respond to the 

phenomenon of homelessness or a person disconnected from that 

phenomenon and living life independently from that phenomenon? In 

these explorations, it doesn’t matter what action is taken in the moment; 

we are not aiming to solve anything in particular, and we are not looking 

for interventions. In effect, the relational identity conversation is an 

investment – specifically an investment in the young person’s identity 

infrastructure that they can draw on in relation to endless moments yet to 

encounter. 

Some concepts, such as humility, respect, the Self, relationship, and 

care, are often discussed in our literature and our training sessions, and I 

agree with those who have really focused on these concepts and 

developed them in relation to child and youth care practice. However, I 

furthermore believe that each of these kinds of concepts has far more 

meaning and opportunity embedded in them if we approach them as 

dynamic and evolving elements of young people’s identities. I call it 

relational identity specifically because the focus is not on the individual, 

but the relationships of individuals with the world – physical, social, and 

spiritual – around them. When we are able to see ourselves in those 

relationships through a lens of care or humility, we may well be able to 

approach challenges within those relationships differently. When we avoid 

or simply abstain from exploring how and who we are in our relationships 

with the world around us, in contrast, we construct all adversity and all 
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challenges as a contest between Self and Other, and this, I think, is not 

particularly useful. 

The world we live in is complicated. From climate change to 

pandemics, and from military conflicts to the erosion of democracy, there 

is a great deal of challenge and adversity in our young people’s futures 

that will require a strong sense of Self and a clear understanding on our 

relationships with that world around us. Child and youth care has a 

mission beyond helping young people to become healthy or healthier 

individuals. It also has a mission to ensure that young people are able to 

carry forth visions of a just and equitable world. This is not going to 

happen if we are not engaged with young people at a relational identity 

level. Beyond the identity politics embedded in social struggles against 

racism and oppression, I think our interpersonal practice can become 

more embedded in systemic and structural analyses when we focus less 

on intervening in the operational, logistical and behavioural problems 

youth encounter and instead take a more forward-looking approach that 

explores with them how and who they are in their relationships with the 

larger world. 
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Abstract 

Children and youth at risk, particularly those placed in child and youth care 
centres (CYCC) in South Africa, have suffered from school disengagement due 
to multiple barriers to learning such as the exposure to crime and violence at 
a young age. As children and youth at risk at these centres find it difficult to 

engage in learning, new approaches need to be found to re-engage their 
interest to learn. This article discusses how the ‘Curriculum of Care’, an 

adaptation of the Curriculum and Assessment Policy Statement (CAPS), 
responds to the educational needs of children and youth at risk at a CYCC in 

the Western Cape. It draws primarily from interviews and a focus group 
discussion with the centre manager and teachers at the institution. The 

findings reveal that positive learning outcomes, and the effective integration 
of children and youth at risk, are shaped by positive teacher–learner 

relationships; however, the findings raise questions about the extent to which 
such a curriculum prepares children and youth at risk for life after they leave 
the institution. The article suggests that the institutions providing education 

and care for children and youth at risk need to provide a curriculum balancing 
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academic rigour with care to promote a holistic, inclusive education 
programme that enables youth and children at risk to effectively navigate 

their entry into society. 
 

Keywords 

Inclusive education; children and youth at risk; curriculum of care 
 

 

1. Introduction 
Inclusive education is crucial to enable all learners, particularly children 

and youth at risk, to access an academic curriculum. Children and youth at 

risk experience various forms of school disengagement such as 

disengagement from the curriculum and teachers, often resulting in them 

leaving school early [1] (pp. 4–5). Inclusive education is an approach that 

could re-engage learners to access education through an appropriate 

curriculum and teaching and learning processes. 

Children and youth at risk in South Africa are learners under the age of 

18 who have dropped out of school and are generally referred for 

placement in a child and youth care centre (CYCC) by the Children’s Court, 

under the provision of the Children’s Act No. 38 of 2005 [2]. These children 

and youth are then legally acknowledged as, “in need of care and 

protection”, which in this study are identified as ‘children and youth at 

risk’. These facilities (which for the purpose of this article are referred to as 

institutions) are intended to address emotional and behavioural problems 

by providing appropriate education, therapeutic care, and in many 

instances, even residential care. 

The Education White Paper 6: ‘Special Needs Education: Building an 

Inclusive Education and Training system’ [3] (referred to herein as White 

Paper 6) outlines the plans for an inclusive education system for children 



 
 

November 2021 
ISSN 1605-7406 

38 
 

in general, and also children and youth at risk who experience emotional 

and behavioural barriers to learning or who suffer from emotional and 

behavioural disorders (EBDs). Babedi [4] (p. 79) suggests that these 

learners have unmet developmental needs in the “physiological, moral, 

social, and emotional domains”, which have resulted in behavioural and 

emotional problems including aggression, a disregard for cooperation, and 

a lack of respect for authoritative figures. 

Alongside these behavioural and emotional problems are concomitant 

academic difficulties faced by these learners [5] (p. 430): High truancy 

rates, discipline problems, low academic performance, and grade 

repetition. These escalate into school dropout and detrimental 

associations with anti-social peers [5] (p. 430). Studies show [6,7] that 

learners with EBDs have a 50% greater chance of dropping out of high 

school than their peers. To counter these problems, it is imperative to 

understand why these learners drop out of school, what intervening 

support to offer [8] (p. 383), and how to adapt the curriculum to 

compensate for their more difficult emotional and behavioural contexts 

while still maintaining curricular standards. It is the latter which this article 

focuses on by analysing the curriculum in use and enacted in a particular 

institution in the Western Cape, South Africa. 

While extensive research has been conducted on inclusive education 

for children with disabilities [9,10] and on curriculum, there is a paucity of 

knowledge about how the mainstream curriculum is best applied and 

modified at a specialised institution. Relatively few studies [5] have shown 

how children and youth at risk are catered for and included within the 

education system through specialised institutions and adapted 

curriculum, especially within the South African context. This article aims to 

answer this question: How does an adapted curriculum promote the 
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educational inclusion of children and youth at risk? This research intends 

to share approaches for re-engaging children and youth at risk in the 

learning process by investigating an adapted curriculum called the 

‘Curriculum of Care’ and its implementation by the teachers at a CYCC in 

the Western Cape. 

 

2. The South African Policy Context for Children and Youth at Risk 
White Paper 6 [3] makes provision for curriculum differentiation to 

accommodate learners of varying abilities, including those with learning 

barriers such as EBD, a lack of qualified and trained teachers and inclusive 

policies; and a lack of parental involvement and support [11] (p.9), [12] 

(p.54). Many of the children and youth at risk in this study dropped out of 

their respective schools due to the barriers to learning recognised above. 

If inclusive education were implemented, it is suggested, these children 

and youth would have a greater likelihood of staying in school and 

completing their education. 

Curriculum differentiation is core to inclusive education: Teachers 

adapt the curriculum to suit the needs of individual learners. Different 

teaching and learning styles and multi-level teaching are encouraged in an 

institutional environment such as a CYCC. The ‘Curriculum of Care’ offered 

at the CYCC, as an example of curriculum differentiation, is an adaptation 

of the South African national curriculum, the Curriculum and Assessment 

Policy Statement (CAPS). The ‘Curriculum of Care’ offers the same subjects 

as those offered in mainstream and other inclusive schools, with additional 

technical subjects such as woodwork, welding, arts and crafts, and 

bricklaying. In this way, it focuses on the holistic development of the child 

or youth. 
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Presently, schools in South Africa are categorised according to levels of 

support and specialisation in relation to the nature and extent of learner 

needs. Some of these institutions are overseen by the Department of 

Social Development (DSD). The DBE or Provincial Education Department 

(PED) and the DSD work in collaboration at some of these institutions, 

where the DSD oversees these institutions while the DBE or PED provides 

the educational programme. The DSD is responsible for funding the CYCCs 

and ensuring an even spread of CYCCs are located throughout the 

country. An even distribution of CYCCs throughout the country is critical, 

as children benefit from institutions in close proximity to their schools and 

families for reunification. Overall, inter-sectoral collaboration is 

encouraged to support children and youth in overcoming the array of 

challenges that prohibit their inclusion in education and society. 

Children and youth with specific learning needs and requiring intensive 

support will find services at special schools and CYCCs that are intended 

for critical educational support [3] (p. 21). Special schools are “schools 

equipped to deliver education to learners requiring high-intensive 

educational and other support, on a full-time or part-time basis” [13] (p.50). 

Special schools, according to White Paper 6 [3], are to be resource centres 

of expertise as part of the district-based support team supporting schools 

in the area. 
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Relatively few of these kinds of institutions exist for this purpose in 

South Africa, including in the Western Cape [14], which is one of the 

reasons this article examines the unique curriculum offered by this 

particular institution. This CYCC comprises the management team, 

teachers, childcare workers, education support service professionals, 

residential care staff, and volunteers. This particular CYCC provides 

residential care as well as therapeutic and development programmes to 

children and youth. Furthermore, learners are exposed to an academic 

curriculum, an array of technical skill activities, and a plethora of 

extracurricular activities. 

This CYCC, located in Cape Town in the Western Cape, was established 

in 1948 as a school of industries when the National Party came to power. 

As a result, the school developed within a racial paradigm. The institution 

formerly catered for ‘coloured’ boys who were considered indigent and 

had welfare and social needs [15] (p. 13). Today, this institution serves as a 

special school: The Western Cape Education Department (WCED) oversees 

this CYCC and funds the education component. The institution currently 

admits males between the ages of 8 and 18. In exceptional cases, learners 

stay beyond the age of 18 if additional support is required or if they would 

like to complete their education. The institution makes use of the positive 

youth development model called the Circle of Courage, owing to the 

institution’s education and developmental model, where care practices 

are embedded in all its programmes. 

This institution plays an important role in providing care and education 

for children and youth at risk. In order to do so, it carries out a particular 

admission process and relies on the support of an interconnected 

departmental arrangement as this institution deviates from mainstream, 

inclusive, and fully inclusive schools, and in many ways from secure care 
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centres and other childcare centres. But even so, the institution embodies 

characteristics similar to each of these different types of institutions. A 

maximum of only 70 children can be admitted to the institution at one 

time, owing to resource and financial constraints. The institution has 

several departments that function collaboratively: A school governing 

body, a senior management team (institutional management and 

governance), administration, laundry, kitchen, residential care, education 

support services, an academic department, and the technical department. 

Delivery of the ‘Curriculum of Care’ is sensitive to the needs and 

educational pace of the learners. Drawing from the Circle of Courage, the 

curriculum assumes a holistic developmental approach to education, 

focusing on the mental, emotional, spiritual, and physical development of 

the youth. This holistic learning comprises academic, technical, and 

vocational training, and extracurricular activities such as sports and arts as 

components of the broad curriculum experience. The next section will 

discuss key debates surrounding an adapted curriculum for children and 

youth at risk. 
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3. Teachers and Curriculum — Keys to Educational Inclusion: A 
Review of Literature 

This section develops the inclusive educational environment 

framework of this paper paying attention to positive teacher–learner 

relationships to ensure effective curriculum implementation, and 

discussing an appropriate curriculum for children and youth at risk. 

 

3.1. Positive Teacher-Learner Relationships as a Pre-Requisite for 
Curriculum Implementation 

Teachers are vital in determining whether learners receive the best 

educational experience and feel included [16] (p. 93), [17] (p. 90). A 

teacher’s primary role is to deliver the curricular content through 

appropriate teaching methods and with supportive material. Part of their 

role as teachers, especially for learners struggling with EBD, is to provide 

psychosocial support by identifying behavioural problems, possible 

causes, and potential interventions to counteract the problems [4] (pp.82–

83). Babedi [4] (pp. 82–83) found that, “teachers are able to offer 

psychosocial support by following the eco-systemic approach”. This 

involves caring teachers who listen to learner. In other words, a holistic, 

relational, listening approach should be taken to support learners involving 

community members, care professionals, and parents. It is essential, 

therefore, that teachers collaborate with all parties and in particular care 

professionals to provide both psychosocial and academic support for 

learners, especially those struggling with EBD [4] (pp. 82–83). 

According to Downey, educational resilience is strongly connected to 

the relationship learners have with their teachers: “At-risk students need 

teachers to (a) build healthy interpersonal relationships with them, (b) 

focus on their strengths to increase positive self-esteem, and (c) maintain 
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high, realistic expectations for academic performance, as well as have a 

positive attitude, emphasise the value of effort to reach success and 

provide adequate support” [18] (pp. 57–58). Teachers are pivotal in 

influencing academic success. Teachers, for example, need to believe in 

their students, as learners need at least one adult who supports them and 

serves as a role model. The argument that mutual bonds of belief by 

teacher and learner and teacher support lead to academic success is 

supported by findings in Mampane’s [19] study about how inclusive 

education can facilitate educational resilience. 

One study has shown that caregivers at a residential care institution 

tend to have low expectations of the youth, even lower than the youth 

have of themselves. Most youth, however, see the value of having higher 

educational expectations placed on them [20] (p. 1151). Downey [18] (p. 56) 

listed factors that contribute to positive academic outcomes: “(a) High 

academic standards, (b) incentives and rewards, (c) appropriate feedback 

and praise, (d) teachers’ modelling of positive behaviour, and (e) offering 

opportunities for students to experience responsibility, success, and the 

development of social and problem-solving skills”. Teachers’ academic 

expectations and their manner of relation and support for learners 

substantially impact student academic performance. The culture of 

learning provides the opportunity for learners to fulfil both academic 

needs and emotional needs through caring relationships. It has the 

potential, then, to address both behavioural problems and academic 

performance [21] (p. 339). 

Downey [18] (p. 60) argues that learners who are at risk could succeed if 

they are involved in group activities involving cooperative learning and 

cross-age tutoring, because learners at risk would be able to work with 

others and build a supportive system within a learning context. In this 
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context, learners who are at risk can develop life, interpersonal, and 

transferrable skills, including communication skills, stress reduction skills, 

and conflict management skills. When learners realise that all these skills 

will eventually benefit their future occupation, it bolsters their confidence 

and sense of hope for the future [18] (p. 61). All teachers working with 

learners at risk should be provided with support and training, especially as 

teachers who are highly effective significantly impact the academic 

achievement of learners at risk. But teachers must be competent to give 

support as well [11] (p. 17). Once a healthy teacher–learner relationship is 

established, the next step is re-engaging the learner in learning through an 

appropriate curriculum. 

 

3.2. Finding an Appropriate Curriculum for Children and Youth at Risk 

Curriculum is defined and designed by educational authorities. The way 

in which it is presented to learners by teachers influences the learners’ 

experiences of inclusion and exclusion in the learning process and in 

institutions of learning. 

A study by Hallam et al. [22] (p. 61) found that implementing what they 

saw as an ‘appropriate’ curriculum that meets the needs of learners, and 

using motivational assessment procedures that encourage learning, led to 

learner re-engagement and reduced discipline issues. They found that this 

‘adaptive’ curriculum improved attendance and reduced dropout rates. 

Decisions on the kind of curriculum to offer learners are frequently 

contested depending on the context and agendas of those involved in 

curriculum design [23] (p. 153). Burrow and Milburn [23] view curriculum in 

terms of the totality of children’s experiences at school [23] (p. 154), similar 

to the ‘Curriculum of Care’ implemented at the CYCC. 
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The ‘Curriculum of Care’ offered at the CYCC is influenced by the values 

of the Circle of Courage, a positive youth development philosophy. The 

Circle of Courage, developed by Brendtro, Brokenleg and Van Bockern [24] 

(p. 131) based on a child-rearing philosophy of resilience [25] (p. 22), has 

formed a large part of the philosophy behind the CYCC and its ‘Curriculum 

of Care’. It is a resilience model which presents universal and essential 

human needs that transcend time and place. The human needs and 

transcendent values underpinning its philosophy — mastery, 

independence, generosity, and belonging — lend this model suitably into 

any context as its values are relevant across time and culture [25] (p. 22). 

The Circle of Courage was first implemented at a special school in New 

Zealand, Mt Richmond Special School, where learners faced a plethora of 

learning needs from serious disabilities to expulsion from mainstream 

schools owing to bad behaviour. After teachers had been trained in the 

Response Ability Pathway (RAP), similar to the Circle of Courage, they 

reported that the school’s atmosphere resonated with more positivity and 

happiness, positively uplifting student behaviour. One teacher even 

reversed his view on his children’s ability to solve problems after this RAP 

training [27] (pp. 21–25). 

There is a consilience of evidence with other positive youth 

development theories such as Self-Worth, Maslow’s Hierarchy, and 

Positive Peer Cultures, confirming that what is most needed for human 

beings to flourish coincides with the four values advocated by the Circle of 

Courage [27] (p. 13). Evidence suggests the following: Secure attachment 

develops autonomy and eventually altruism towards others; children who 

have someone who believes in them are more likely to overcome 

adversity; not meeting the need for belonging has both physical and 

mental health consequences (prominent among youth of colour); social 
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exclusion disturbs intelligent thought, self-control, and empathy; and 

excluded groups do not perform well academically, display antisocial 

behaviours, and suffer further exclusion as a result [27] (p. 13). 

The values underpinning the Circle of Courage at the CYCC have a 

major influence on the ‘Curriculum of Care’ implementation with learners: 

The void from the absence of these values is filled. In summary, this 

literature review suggests that to understand educational inclusion for 

learners experiencing EBD, positive teacher–learner relationship combined 

with an appropriate curriculum influences the capability and likelihood of 

children and youth at risk to re-engage in the learning process. This 

framework may help to understand the educational process needed by 

children and youth at risk, and thereby contribute towards supporting 

children and youth at risk’s cognitive and affective development within an 

educational context. 

 

 

https://www.rcycp.com
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4. Methodology 
This article draws on data collected from a doctoral study undertaken 

between 2016 and 2019 on the social and educational inclusion of children 

and youth at risk. Drawing from this data, this article focuses on the 

approaches to re-engage and include children and youth at risk in the 

learning process by considering an adapted curriculum called the 

‘Curriculum of Care’ and its implementation by the teachers at a CYCC in 

the Western Cape of South Africa. 

This particular child and youth care centre was selected because there 

are not many like it in the Western Cape and in South Africa. It also has a 

unique approach to education and uses an adaptive curriculum for 

children and youth at risk. Desktop research and the research participants 

confirmed that this particular kind of institution does not exist elsewhere 

in the country nor are its methods applied at other institutions, as the 

‘Curriculum of Care’ was coined at this institution as reported by the 

participants. This study used a qualitative case study research design to 

examine the curriculum offered at a CYCC and its implementation by 

teachers. 

 

4.1. Participants 
A variety of participants, including the centre manager, teachers, the 

education support services staff members, and an academic participated 

in this study. A brief overview of the participants is shown in the Table 1 

below: 
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Table 1 – Overview of the participants of the study 

 

Participant Pseudonym Sex Subject Area(s) 
Number of Years 

Teaching/Working 
at the Institution 

Other Relevant 
Information 

Centre 
Manager 

Mark Male N/A 30 years 
Mark has a background 

in educational 
psychology 

Teachers with Whom Semi-Structured Interviews (SSIs) Were Conducted 

Teacher 1 Melanie Female 
Afrikaans and 

Tourism 
11 months 

Melanie has previously 
taught in mainstream 

schools 

Teacher 2 Cindy Female Mathematics 7 months 
Recent 

graduate/Newly 
qualified teacher 

Teacher 3 Lionel Male 
Motor 

Mechanics 
30 years 

Lionel studied Diesel 
and Motor Mechanics 

and worked at a motor 
dealership. He wanted 

to impart his 
knowledge to children 
and decided to study 

law. 

Teacher 4 Adam Male Welding 17 years 

Adam previously 
worked at a 

reformatory school for 
boys for 13 years 

Teacher 5 Gordon  Male 
English and Life 

Orientation 
17 years 

Gordon previously 
worked at a 

reformatory school for 
boys 

Teachers Who Participated in the Focus Group 

Teacher 6 Lisa Female Afrikaans 27 years 

Lisa retired during the 
study. She was Head of 

the Education 
Department 

Teacher 7 Muhammad Male 

Natural Science 
and Economic 

and 
Management 

Sciences 

22 years 

Muhammad previously 
taught Motor 

Mechanics and retired 
during the study 
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Participant Pseudonym Sex Subject Area(s) 
Number of Years 

Teaching/Working 
at the Institution 

Other Relevant 
Information 

Teacher 8 Steve Male 
Mathematics 

and Social 
Sciences 

40 years 

Steve retired due to 
illness. He previously 
taught engineering 

science and technical 
drawing 

Teacher 9 John Male Life Orientation 26 years 
John used to be an 

Educational 
Psychologist 

Teacher 10 Rashied Male 
Afrikaans, 

Mathematics, 
Tourism 

35 years 
Rashied retired during 

the study and was 
replaced by Melanie. 

The Education Support Services (ESS) Staff 

Educational 
Psychologist 

Clinton Male N/A 10 years 

Clinton is part of the 
school management 

team and runs the ESS 
department at the 

institution. He 
previously worked at a 
similar institution that 

was closed down 

Occupational 
Therapist 

Faye Female N/A 7 years 

Faye conducts 
developmental and 

scholastic 
assessments, and 
grade placements 

Participants External to the Institution 

Academic Carol Female N/A N/A 
Carol specialises in 
Inclusive Education 

 

 

The table above shows the pseudonyms used for the participants in 

order to protect their identity, the type of participant, their sex, the 

subject area in which they teach (only relevant to teachers), the number of 

years they’ve been teaching or working at the institution (if relevant), and 

any other additional and relevant information about the participant. The 
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number of years participants worked at the institution is counted up until 

2017; the year when the interviews were conducted. Fourteen people 

participated in the study. 

 

4.2. Data Collection 
This article draws primarily from three semi-structured interviews with 

the centre manager, a focus group with five teachers, semi-structured 

interviews with five teachers (different to those in the focus group) from 

different subject areas (academic and technical), a semi-structured 

interview with an academic who specialises in inclusive education, a semi-

structured interview with an educational psychologist, and a semi-

structured interview with an occupational therapist. The interviews with 

the five teachers were supplemented with semi-structured classroom 

observations of teachers’ (those who were interviewed) classes—one to 

three times, each depending on teacher availability and suitable times in 

their schedules. These classes included a Tourism class and an Afrikaans 

class (three observations in total as both subjects are taught by the same 

teacher), a Mathematics class (three observations), the Motor Mechanics 

workshop (three observations), the Welding workshop (two observations), 

and an English class (one observation). The few observations in some 

cases were due to fieldwork limitations such as absent or unavailable 

teachers. The findings will therefore only focus on the Tourism, Afrikaans, 

and the Mathematics classes as they were observed the most and 

illustrate how these teachers engage their learners in learning. It is also 

important to note that there is one teacher appointed per subject area 

due to the small number of learners at the institution. The scope of this 

study also does not focus on providing comparisons of teaching methods 

across subject areas. 
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4.3. Data Analysis 
The interviews lasted between 20 and120 min and were audio 

recorded. Most audio files were transcribed verbatim, and all transcripts 

and some audio files were uploaded onto a qualitative data analysis 

software called ATLAS.ti. Open coding was used to organise and group 

data. The concepts, themes, and sub-themes were analysed through an 

interpretive lens to understand the meanings and teaching approaches 

within the context of the CYCC [28] (p. 9). Excerpts from interviews 

illustrate the main points of the findings, with participant names 

anonymised to protect their privacy. This research is aligned with a critical 

theory perspective seeking to contribute towards a society, and education 

within, which is equal, equitable, and socially cohesive [28] (p. 51), 

especially for vulnerable children and youth at risk. 

 

4.4. Ethical Permission 

Ethical permission for this study has been obtained from the Cape 

Peninsula University of Technology and the Western Cape Education 

Department (WCED) (Ethical Certificate Number EFEC 1–9/2016 and 

20160810–3094) and was valid between 13 September 2016 and 12 

September 2020. The ethical permission secured indicated that all 

interviewee participation was voluntary; all interviewees gave their 

informed consent and were free to withdraw or refuse to answer any 

questions they were not comfortable with. The ethical permission secured 

indicated that none of the data collected for this study would be made 

publicly available. 
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5. Findings 
The findings below draw from the various interviews as well as 

observations of the teachers implementing the ‘Curriculum of Care’. It is 

interpreted within the framework developed earlier, which considers how 

the institution re-engages children and youth in learning, and how they 

balance and navigate the imperative of care alongside the need for 

education. The findings show how the curriculum is implemented by 

teachers at the institution to re-engage children and youth in the learning 

process. The challenges of balancing care and education are highlighted, 

along with the implications of this dual role as teacher and caregiver. 

 

5.1. The Values and Approaches of the ‘Curriculum of Care’ for Children 
and Youth at Risk 

Before the ‘Curriculum of Care’ is described, it is important to 

understand its origin. The ‘Curriculum of Care’ is arguably a response to 

the rigid national curriculum that responds inadequately to the 

educational needs of those children and youth who experience emotional 

and behavioural barriers to learning. The CYCC does not suggest that the 

CAPS curriculum is not an important curriculum; CAPS is recognised, 

however, as not suitable for all learners, as evidenced at the CYCC. By 

adapting the national curriculum, the CYCC strives to promote educational 

inclusion. The centre manager notes why they developed their own 

curriculum at the CYCC: 

 

“So, the Curriculum of Care is one that we coined many moons 

ago of almost bringing into check the pressures from the 

provincial education and district departments to say, you need to 

set targets around that. Kids need to be able to do this and all of 
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that. We’re not saying that’s unimportant. But if mainstream has 

really failed these kids and we’re duplicating mainstream, then 

what is our purpose? We need to be seen to be doing more for 

the kids and their families”. (Mark, Centre Manager) 

 

In Mark’s opinion, the ‘Curriculum of Care’ is an attempt to achieve 

more than the mainstream schools with children and youth at risk. This 

curriculum not only relates to children and youth in terms of their learning 

difficulties, but sees them as whole persons with various needs. In 

celebrating the learners as ‘whole people’ the curriculum aims to be 

holistic. 

The ‘Curriculum of Care’ is framed around the idea of the holistic 

development of children and youth. This holistic development comprises 

academic, technical, and vocational training, extracurricular activities, and 

sports and arts as components of a broad curriculum experience. 

Furthermore, the CYCC provides psycho-social support for the children 

and youth who have experienced trauma or are in need of counselling. 

Children and youth are certainly not viewed rigidly as young people with 

knowledge deficiencies and skill gaps. The ‘Curriculum of Care’ responds 

acceptingly to the whole child. This holistic development is also supported 

by various other parts of the system: Teacher practices, the professionals 

at the CYCC, the school policies and culture, the parents and members of 

the community. 

 

“Your education has to be holistic from the word ‘go’. You cannot 

look at any kind of purely academic, or technical, vocational, or 

didactic kind of practices. You’ve actually got to enrol the child 



 
 

November 2021 
ISSN 1605-7406 

55 
 

into a kind of learning which includes all of that”. (Mark, Centre 

Manager) 

 

Mark describes how the ‘Curriculum of Care’ is a curriculum of 

experiences with a combination of plans and experiences, where 

experiences make room for unplanned events and encompass the totality 

of learners’ experiences at school [23] (p. 154). 

As part of the holistic and broad curriculum experience, the ‘Curriculum 

of Care’ is underpinned by the values of the Circle of Courage, a youth 

empowerment approach guided by four critical values: Belonging, 

generosity, mastery, and independence. These four principles are integral 

to all the institution’s developmental activities, including its curriculum. 

This high level of integration encourages holistic development of children 

and youth, allowing room for both emotional and intellectual 

development as illustrated in the following quote. 

 

“So, the four ways is belonging; with belonging, the core area 

that goes with that is mastery. So, in a school, in a workshop — 

how to engage with the world outside; getting a skill set and 

then, independence. The idea is to connect to a community 

outside and then generosity — you need to be able to give. So 

being able to share — giving of yourself. So, it’s a care approach 

which is much more developmental than the very punitive and 

very disconnected way of working with kids. The idea is to work 

with kids. So, all these different things need to work together. So, 

your curriculum, your outreach, your intervention when things go 

wrong ... It is very difficult to work in one way as a stand-alone. 
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There’s got to be a greater level of integration”. (Mark, Centre 

Manager) 

 

Mark makes a few important points about implementing this 

curriculum. Firstly, its implementers need to be selfless, as inferred by the 

statement “You need to give of yourself”. This selflessness includes giving 

time, effort, and energy even when it is, or appears to be, difficult to do so. 

Secondly, the Circle of Courage uses a non-punitive approach to correct 

and address difficult behaviour and to connect with the child to bring 

emotional healing. Alternative discipline approaches are therefore used 

which will not be discussed in this article. In summary, all the activities and 

programmes at the CYCC reinforce these four values. 

 

5.2. How Teachers Implement the ‘Curriculum of Care’ 
There are a number of approaches teachers use to include children and 

youth at risk in the learning process. Some of these approaches, it can be 

argued, have more merit than others. The learning process is preceded by, 

and based upon, a positive relationship between the teacher and the 

learner to promote trust and cooperation during the teaching and learning 

process, especially necessary for children and youth at risk. Mark suggests 

that building rapport with children and youth at risk is a key aspect to 

gaining their trust and teaching them effectively as, in his view, this fosters 

cooperation and respect: “If there is not a relationship, your teaching role 

becomes very difficult” (Mark, Centre Manager). 

In an education environment such as the CYCC, effective teaching 

cannot occur without an established attachment between the teacher and 

learner; otherwise, teaching children who experience emotional and 

behavioural barriers to learning is virtually impossible. Babedi [4] (p. 79) 
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suggests that failure to address the needs of learners in the “physiological, 

moral, social and emotional domains” may aggravate emotional and 

behavioural problems. Other interventions may be necessary before these 

learners are able to engage in learning. Teachers may not be able to 

address these needs fully, which is why a holistic approach is beneficial 

and other professionals outside of, or in addition to, the teaching staff, are 

helpful, an approach found to be effective by Attar-Swartz [5]. Teachers 

are likely to address their learners’ affective needs by establishing 

themselves as caring teachers and by understanding their learners’ 

learning needs better. In the excerpt below, a teacher insists on the 

importance of building trust in relationships with their learners, not only 

for the sake of teaching and learning, but for the emotional healing and 

personal development which children and youth at risk require: 

 

“As a teacher working here, I think I will describe my role more 

[than just] a teacher. A teacher is defined, from 8[am] till half 

past 3[pm]; my role is more than that because, if a learner now 

comes in and says he wants to talk, “Sir, I want to talk to you”, 

then I will say Ok, let’s go sit and talk... You see the approach in 

the role is different, where you must know now where does this 

learner come from; this learner comes from hardship. Hardship — 

he never had a father. His father abandoned him when he was 

you know, or his father is in prison . . . And that makes me 

different than a teacher; that defines my role, completely 

different as a teacher”. (Philip, Teacher) 

 

This teacher reflects the relational approach taken by many teachers at 

the CYCC. Philip sees himself as more than just a teacher. He sees himself 
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as a confidant, a friend, and a father figure who is willing and open to talk 

to the children whenever they need to talk. He tries to make them feel as 

comfortable as possible by making time available to speak with them. 

Much of the work of the teacher (and staff working collaboratively) entails 

convincing the child that the teacher is trustworthy, and that the teacher 

genuinely wants to help, devoid of ulterior motives. Philip compares 

himself with mainstream teachers who go home at a certain time of the 

day: He goes beyond his duty by caring and helping children and youth 

wherever, and whenever, he can. This relationship is vital for teaching 

children and youth at risk. 

Teaching methods or strategies can be described as those methods 

used to teach and to implement a curriculum or subject. Teachers at the 

CYCC do not subscribe to specific teaching methods or pedagogies, but 

use what they deem appropriate for their subject area and for the children 

and youths at the institution. This following section describes the findings 

of the teaching methods observed in three subject areas. 

From observations of the Afrikaans and Tourism classes, I observed 

that the two children listen attentively to the teacher who talks during 

most of the lesson. She does revision at the end of her lesson to check if 

the children have understood the concepts correctly. Only one child 

responds, while the other remains quiet. The lesson is essentially teacher-

centred, as the teacher’s voice is heard during most of the lesson; there is 

little input from the two children. The children’s voices are sometimes 

(although only to a limited extent) included in the learning process by 

means of one basic pedagogic method: Questions and answers. The 

teacher asks the children to repeat something after her and to read what 

is written on the board. The children listen attentively as the teacher poses 
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questions throughout the lesson. The children’s interest in the lesson is 

apparent with the comment, “This is a kwaai [cool] story”. 

The children are generally open to learning, and the effectiveness of 

learning seems to depend on the ability and attitude of the teacher. It is 

feasible that the teacher remains at the centre of the classes because of 

her awareness that the children feel shy and embarrassed, her awareness 

of their knowledge gaps, and their lack of confidence to fully participate in 

her lessons. The teacher alleviates the pressure and discomfort the 

children may experience by speaking more and kindly asking questions 

she feels they are capable of answering easily, rather than challenging 

them. It was also apparent from my observations that the children enjoyed 

these lessons, but needed extensive time to process and understand the 

new knowledge acquired. 

In the Mathematics classes, I observed how the teacher speaks to each 

child individually to ascertain what each does or does not understand. The 

teacher then calls two children to her desk where she guides them into a 

greater understanding of the lesson content. Each of the four children are 

at different stages in the textbook and work independently, at their 

individual pace. The teacher assists each one at his level. The teacher uses 

the board to explain how to round off numbers. One child commented, 

“Now that you must learn [sic] me how to do it. Now I understand!” [That is 

the way you should teach me how to do it. Now I (finally) understand!] This 

is a positive response from a child, from one who finds learning a new 

concept challenging. When the children are at the teacher’s desk, they are 

eager and playful around her. They respect her and listen attentively to her 

explanations. While she is explaining the lesson to a child, she replies with 

slight impatience, “Don’t think about the answer, but think about how 

you’ll get to the answer”. The child eventually finds a solution. 
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In one lesson, the bell rang indicating the end of the class, but the 

children decided to stay in her class and complete their work. This 

response showed an eagerness to learn. It is uplifting to observe children 

who have been stigmatised for their low academic achievement enjoying 

a Mathematics lesson. It seems that the learning atmosphere created by 

the teacher and the attitude of the teacher towards the children are 

motivating their interest and their learning. The teacher does not assume 

the children cannot or are not willing to learn; instead, she gently guides 

them at their pace, helping them at every turn. She also does not lower 

her expectations of the children, but retains her belief in their ability to 

learn difficult concepts, despite moments of impatience with their 

apparent slowness. 

The Mathematics teacher confessed during her interview that she does 

not know exactly what she is doing in the teaching context and does not 

use a specific pedagogy. She admits she teaches informally so that the 

children are comfortable speaking to her and asking questions. It seems 

that this approach has made her a successful teacher even though she 

doubts whether or not she is teaching ‘correctly’ as there is no standard, 

criterion, or guide to measure herself against in terms of teaching children 

with emotional and behavioural learning barriers. This teacher, who 

recently graduated, did not feel adequately prepared to teach inclusively 

and was uncertain she was doing the right thing. This is unfortunately a 

challenge with teacher training programmes that claim to provide 

‘inclusive education’ training in South Africa, as reported by the British 

Council [29] (p. 69): Teachers who practise in special schools do not feel as 

prepared as those who teach in full-service schools. Furthermore, inclusive 

education teacher training programmes across the country’s universities 

are disparate, the common teaching approach falls within a silo, and the 
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content is often superficial [29] (pp. 52–55). These issues contextualise the 

Mathematics teacher’s insecurities about her practice. Despite her feelings 

of inadequacy, she creatively and successfully re-engages her learners in 

learning Mathematics. 

 

5.3. ‘Curriculum of Care’: Balancing Affective and Cognitive 
Development 

Despite the ‘Curriculum of Care’ forming a learning environment for 

children and youth at risk to thrive, it does, however, face a few 

challenges. The attempt at implementing a holistic curriculum means a 

fully-packed schedule at the expense of a deep learning experience. Half 

the school day is spent by learners in the academic department, and the 

other half is spent in the technical department. This is in addition to the 

therapeutic aspects of their care and extracurricular activities. This 

challenges the structured academic progress of these children and youth. 

Despite the good intentions of the institution to provide a holistic 

curriculum through the ‘Curriculum of Care’, the lack of capacity of the 

institution to expend intensive efforts on academic acceleration 

occasionally disadvantages children and youth, especially when leaving 

the institution. One teacher expresses her view that the ‘Curriculum of 

Care’ does not challenge some learners enough: 

 

“But here they don’t really focus academically—the school as a 

whole . . . it’s not really a main factor in their lives, where I feel it 

should be, despite their background or whatever, where they 

come from, their missing part of their lives — the reason why 

they are here. We assume because they come from 

[marginalised] communities—we assume their strength is not 
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really [academic], but I feel some of them do extremely well. 

Some people just underestimate [them]. Like one person said 

that they [children and youth] couldn’t cope there so we 

shouldn’t put the pressure on them—here in this care school, we 

should be more lenient on them. But I think, it shouldn’t be like 

that, because they can really work. Some of them want that 

challenge. I often speak to them on a personal level. One learner 

told me, is the institution preparing us for the world out there? 

Like here we care for them we want to baby them, we want to 

give them what they are not getting out there. But then [it] 

reality strikes [them], are you preparing us for the world out 

there? You’re not letting us be strong. Because some of them 

want the challenge and some of them want to grow. I think we 

should teach them to grow, prepare them for the world out 

there, but at the same time care for them”. (Cindy, Teacher) 

 

 

 
 

 

This excerpt highlights the challenge of not adequately stressing the 

importance of academic progress and development alongside care. This 

teacher and others have expressed the view that the emphasis on care 

(such as building self-esteem and a sense of belonging) deprioritises 

https://www.facebook.com/groups/CYCNetStudents
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education, but education is key to the integration of the youth into 

employment and long-term study opportunities. In fact, some contend 

that emphasis on care places learners at an even further disadvantage in 

the future.  The potential for joining a mainstream school after 

disengagement is less likely if learners are not up to speed academically, 

inadequately prepared, or not on par with peers in mainstream schools. 

According to this view, the challenge is to carefully balance care and 

education. Cindy proposed that ‘preparing’ rather than ‘caring’ should be 

emphasised, although she saw both as necessary. Evidence shows that, 

“higher teacher expectations, more rigorous academic content and 

engaging pedagogy” benefit learners more than lower expectations and 

an emphasis on caring [30] (p. 23). Teacher expectations and engaging 

pedagogy have been linked to academic achievement [9] (p. 23), [31] 

(p.1175), [32] (pp. 43–44); thus, according to this research and to these 

arguments, a positive belief by teachers will help children overcome 

adversity. Tchombe [33] (pp. 126–129) builds on this argument and posits 

that social-affective factors will enhance learning, as these affect the 

process of learning. Thus, affective dimensions such as values, how 

teachers interact with learners, and how relationships complement the 

cognitive dimension of learning are valuable for inclusion and to improve 

learner achievement. 

 

 

 

6. Discussion and Conclusions 
The article highlighted how an institution of care seeks to educationally 

include children and youth at risk in their teaching practices through an 

adapted curriculum called the ‘Curriculum of Care’. This article provided an 
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analysis of an adapted curriculum for children and youth at risk by 

describing its origins, its holistic operations, and the values encompassing 

the Circle of Courage. The article then described how teachers implement 

this curriculum by first establishing positive relationships with their 

learners, and secondly, by sensitivity to learner needs, and thirdly, by 

adapting their practices accordingly. This article suggests that in order to 

include children and youth at risk in education, institutions dedicated to 

the care and education of children and youth at risk must provide an 

appropriate curriculum, holistic and balanced in its approach, to prepare 

learners adequately for life after the institution. It also suggests that 

teachers as implementers need to acknowledge the affective dimension of 

the curriculum to best address learners’ emotional and behavioural needs 

alongside the academic. This requires a positive relationship with the 

learner, which helps the learner form an attachment to the teacher, the 

subject area, and the process of learning. The implications of this 

approach are that teachers are caught in a tension of imbalance between 

care and academic achievement, or adequate preparation of youth for life, 

or further education, outside the institution. What these findings imply for 

practice is for teachers to make the time and effort inside and outside of 

the classroom to develop a positive relationship with their learners, and to 

partake in training courses such as in the Circle of Courage, that could 

build up their confidence, and improve their knowledge and skills of 

working with children and youth at risk. The practical implications of these 

findings also suggest that practitioners and policymakers may need to 

rethink the CAPS curriculum for learners with EBD, as the Circle of 

Courage is limited in its scope to support children and youth at risk in their 

academic development. 
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These findings concur with literature that emphasises the key role of 

teachers in determining how 

positive an educational experience is, feelings of inclusion, level of 

engagement with a subject area, the learning process, as well as learner 

achievement [16] (p. 93), [17] (p. 90). A teacher’s approach and teaching 

methods should complement the implementation of an appropriate 

curriculum. This affective approach also supports literature that speaks to 

educational resilience [18] (pp. 57–58), [21] (p. 339). This article provides 

insight into a unique institution in South Africa, its approach to curriculum 

adaption and implementation, and the shortcomings thereof. 

This article shines a critical spotlight on how an adapted curriculum 

promotes the educational inclusion of children and youth at risk. It 

specifically argues that whilst such a ‘Curriculum of Care’ may promote the 

educational inclusion of children and youth at risk through its holistic 

approach, and address the EBD needs of children and youth at risk, it 

tends to ignore important aspects such as academic rigour and 

achievement. In critically examining the ‘Curriculum of Care’ used in the 

CYCC, this article highlights the tension of balancing care and education 

when educating children and youth at risk. A recommendation for further 

research is that this study could be followed up by a quantitative study 

that may complement the qualitative data in this or other similar studies. 
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Commodifying Joy 
 

Hans Skott-Myhre 
 

 

hen I used to train CYC workers, I would often use an Taoist 

precept to talk about how to understand the flux and flow of 

relational work. The saying, which is attributed to the Taoist 

sage Lao Tzu, states that one should, “Be still like a mountain and flow like 

a river.” I found that it was a very useful way to talk about how there are 

times in working with young people and their families, when one should 

be quiet and not speak. At such moments, we might well refuse to even 

acknowledge our inner dialogue and seek to be absolutely still. To engage 

this way of being in our work, allows us to enter an altered state of 

temporality. It is a way of slowing our internal process down, so that we 

can pay attention to all that is happening around us. It can also situate our 

presence as a calm and stable center, when there is chaos or rapidly 

escalating tension or outright conflict.  

In a way, it is counterintuitive to the traditional colonial settler mindset 

of action and more action to address relational impasses or conflict. As a 

result, it can be hard to teach, because it isn’t really a skill, so much as a 

state of being that requires relinquishing our conscious modes of thought 

and external control. It calls for us to give over to our unconscious.  

But, not the western psychological unconscious with its repressed 

memories and dark secrets. Instead, this is the unconscious as a rich, open 

field of infinite possibility, unhindered by the preset templates of what is 

possible that are produced ad infinitum by our conscious sense of who we 

are and what we can do. This alternative unconscious is sheer virtual 
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possibility and because it is the realm of all that could be, but isn’t yet, it is 

both full and empty at the same time. There is a calm quietness, a 

stillness-like a mountain. 

Of course, the other aspect of this approach to the work is to flow like a 

river. This one is a bit tricky. A river flows with an unstoppable force. Yes, 

you can dam it, but is always escaping downstream, just at a slower pace. 

So, to move like a river relationally is to recognize the force of yourself in 

motion. The tricky bit is how you define the “yourself” that is in motion 

here.  

Our training in colonial settler ways of being would have us imagine 

ourselves as a bounded self, contained within this bag of skin we call “our” 

body. As a result, we can misunderstand the admonition to flow like a river 

and think that is about self-assertion. Such thinking can lead to the 

flooding of our relational fields with our ego driven surpluses of “good 

ideas” and behavioral prescriptions.  

But the river referred to here is specifically not that limited. To flow like 

a river encompasses the river as an ecosystem composed of an almost 

infinite array of ever shifting sets of relations. In our training as children in 

the colonial school system, the maps we learned to read focused our 

attention on naming bounded and limited spaces such as continents, seas, 

countries, mountain ranges, lakes, and of course rivers. We were trained to 

see rivers as contained lines on the map that began in one place and 

ended at another. This is the kind of perverse logic that allowed and still 

allows colonial settlers to try and control the flows of rivers without any 

real understanding of the cascades of effects on the animals, plants, 

biospheres, and climatic flows that make up the actual river.  

To flow like a river, in my reading of Lao Tzu, is to open oneself to the 

infinitely rich diversity of all of the flows in which we are entangled; 



 
 

November 2021 
ISSN 1605-7406 

71 
 

chemical flows, electrical flows, linguistic flows, hormonal flows, affective 

flows, molecular flows, interspecies flows, intersectional flows -the list 

goes on. In opening oneself to all of these entangled flows of living force, 

we are like a great river that is made up of all the tributaries that flow into 

it; all the rain that falls into it, all the animals that drink from it, all the fish—

you get the idea.  

When we open ourselves to being fed by the tremendous diversity of 

life that composes every moment of every relational encounter, we are 

filled with immense capacity. Of course, we are only able to comprehend a 

small portion of that capacity consciously, and so it is important once 

again, to learn to immerse ourselves in a certain kind of collective 

unconscious. Not the Jungian one with all its attendant symbology, but 

the one we have referenced above. An unconscious that is always 

indeterminate and chaotic like the movements of a river across a varied 

geography, full of eddies, whirlpools, rapids and expanses of still water. If 

we can move like a river in this way, burn out becomes an impossibility, 

because we are fed from an inexhaustible fountain of living force. 

Both of these admonitions from Lao Tzu run counter to our training as 

settler subjects and so there is a tendency to reframe them in less radical 

terms. In some ways, the challenges they pose to our traditional ways of 

thinking about who we are, can be so alien and unsettling (pun intended) 

that they shake us to our very core. The kind of cognitive, affective, 

existential, and ontological challenges they infer, often seem just too far 

away to be really taken seriously. And so, we dilute them. We create them 

as more palatable, by either reading them as safely abstract or turning 

them into instrumental applied skill sets or techniques. In doing either of 

these things, we reduce the level of living intensity possible in such 
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practices and assure our encounter with such precepts will leave our 

current sense of self intact. 

I was thinking about this the other day in terms of two other 

profoundly spiritual practices derived from non-European traditions. We 

often hear about the utility of yoga and mindfulness in assisting both CYC 

workers and young people. Interestingly, the applications of both are 

dissimilar, when applied to CYC working adults and children in care or in 

school. For the adults, both these practices are pitched as forms of self-

care. They are proposed as ways to prevent burn out and to enhance our 

capacities for relaxation and self-reflection. For young people they are 

generally used as covert modes of disciplinary control. Often, they are 

taught in situations where the adults are concerned about levels of chaos 

or even overt violence.  
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In this regard, mindfulness has gained significantly in popularity as a 

way of calming and subduing rambunctious groups of young people. 

Emaline Friedman, in her excellent analysis of mindfulness training in 

schools, makes the point that the ways that mindfulness training is 

deployed has possibly detrimental implications for the ways in which 

young people come to understand themselves as creative and agentic. 

She is also concerned, that the manner in which mindfulness is taught and 

practiced obscures the contextual problems of 21st century educational 

and social impacts on young people. In other words, mindfulness can hide 

the ways in which schools and capitalist society engender the very 

problems that give rise the symptoms mindfulness is designed to 

suppress. Friedman states, 

 

The suspicion cast here on mindfulness practices for school-age 

youth derives from two sources. The first is somewhat of a 

speculative concern; if mindfulness practice carries benefits, 

then what are the chances that its implementation in schools 

would be able to transmit these benefits? This opens onto the 

perpetuation of particular values through the delimiting of a skill 

set of self-management that we now observe to be expected 

earlier and earlier in life … The second concern attends to an 

assumption in the first. What are the purported benefits of 

mindfulness, and what, precisely, is being intervened upon when 

MBI’s are utilized? … This hinges directly on youth’s 

establishment of autonomous rather than pre-figured modes of 

responding to, and to some degree managing their experience of 

elements in the world. … I would like to suggest that in many 

deployments, mindfulness may be akin to resisting the many 

https://www.amazon.com/Youth-Work-Early-Education-Psychology/dp/1137480033/ref=sr_1_12?dchild=1&keywords=skott-myhre&qid=1635343592&qsid=130-8335933-3189112&sr=8-12&sres=1138917745%2C0802091644%2CB01F9GNW0Y%2CB01GUP9WDY%2CB079H53D2B%2C1554589665%2CB07R8GD47V%2C0367627345%2C1138023566%2C0773557296%2C1841504793%2C1349581429%2CB06XMRCC94%2CB09BJP4TDG%2CB098MQF6TQ%2CB00RH5K26I
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sources of environmental stimulation, and thus inimical to the 

self-development of creative tools for respecting and managing 

the many directions that attention entertains. 

 

Friedman is making the point that mindfulness trains students in a 

certain kind of conforming passivity, in the face of a complex and 

sometimes hostile world. The way in which the practice of meditation is 

taken up here, also has the possibility of limiting the varied ways in which 

young people might learn to pay attention to the world when it is 

exceptionally stimulating (positively and negatively). It encourages retreat, 

rather than engagement. For those of us in CYC, this would seem to run 

quite contrary to the fundamentals of encounter and engagement that 

have been so central to our practice. 

For the adults, we also have trainings in mindfulness that I would worry 

about in much the same way and so I won’t belabor that here. Instead, I 

would like to turn my attention to a particular appropriation of the yogic 

tradition. This ancient set of practices has been taken up as practice of ‘self-

care.” In that regard, it is deployed as a set of exercises that enhance our 

overall physical health and also provides a relaxing respite from the madness 

of the world. However, in doing so, it also shapes our relational perspective 

into what could be seen as a kind of passivity. The very idea that one has to 

retreat from our engagement to the world in order to rather reluctantly 

reengage, frames our relations with the world as beyond our capacities. Like 

the mindfulness training above, this can frame our work as a problematic 

encounter that drains us. There is the suggestion that working with young 

people (or others) is damaging to our bodies and spirit and that we must seek 

refuge in order to return to the struggle. I would suggest that this is a 

powerfully perverse reading of the relational work that we do. Indeed, I would 
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suggest that our work with others is inherently nurturing, if we know how to 

open ourselves to it, like the river I described above. 

What is really frustrating to me about the two appropriations of Eastern 

spiritual practice, is the way in which they have been stripped of their 

actual living force. Each of these traditions was developed, not as a retreat 

from life, but a profound and powerful way of engaging life from the 

inside out. Both meditation and yoga were developed as ways of 

concentrating and channeling mental and physical energy in ways that 

could potentially undo the barriers that hold us in the prison of our “self” 

and open us onto the living force of the divine. In this encounter, we stand 

the possibility of having our “ego” eradicated and to come into states of 

enlightenment or satori in which there is no longer the limited individual 

we imagine ourselves to be, but a stilled body/mind like a mountain 

through which living force flows like a river. This is an extremely radical 

proposition that is trivialized and insulted in the appropriations of these 

traditions by neo-capitalist school systems and systems of care. 

Many years ago, when yoga was just arriving in the United States, a 

friend of mine took a class in Kundalini Yoga. She took it very seriously as a 

spiritual discipline, but reported many of the students saw as a simple way 

to relax and increase the flexibility of their bodies. She also worried about 

the depth of understanding that the instructor had about the possible 

power of the practice. One day, I met her for coffee and she told me she 

had left the class and wasn’t going back. In fact, she said she was never 

going to practice yoga again. Curious, I asked what had gone wrong. She 

said that for many years she had been reading about how the energy of 

Kundalini lay coiled at the base of the spine and that through the practice of 

Kundalini yoga, this energy could be released in such a way that it would 

burst up the spine through all the chakras and blow your ego straight out of 
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your mind. She found this a fascinating idea, but never really gave it full 

credence. Instead, her spiritual practice of yoga was to become more 

centered in her “self “so she could be more peaceful and yet powerful in her 

life. But the other night at yoga class, she actually felt the stirring of the 

Kundalini Yoga and the energy she felt was so powerful it was frightening. 

And as it began to stir, she looked at the instructor in the front of the room 

and asked herself that if the Kundalini energy worked the way it should, 

could he handle the spiritual emergency into which she would be thrown. 

What would he do, faced with a blissfully, egoless student unmoored in a 

world that requires a mooring. She decided that he would have no idea 

what to do and so she stopped her practice right then and there. For years 

she looked for a teacher that could handle the promised end point of 

meditation and yoga. Last I saw her, she was still searching. 

The promise of these practices, that our society has trivialized and 

instrumentalized, is truly revolutionary in the most profound sense. Like so 

many beautiful and powerful entanglements, our proprietary impulse is to 

steal them and use them for our own very superficial and narcissistic 

investments. In doing this, however, we ultimately cheat ourselves of the 

sheer intensity of experiencing our lives as fully as possible. In a sense, we 

substitute the pablum of “happiness” over the true richness of joy. In doing 

so, we face a life of constant loss and suffering from which we must flee, 

instead of a life of immersion in the stream of living force that brings at a 

minimum, moments of ecstasy and joyful revolt.  

 

HANS SKOTT-MYHRE is a regular writer for CYC-Online. He is a Professor of Social Work 
and Human Services at Kennesaw State University in Georgia (USA). He may be reached 
at hskottmy@kennessaw.edu 
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A Matter of Fatigue 
 

Garth Goodwin 
 

 

s I begin to write I went online to see how many have passed from 

Covid-19. 4,839,110. Closing in on 5 million. Think about that. We 

have lived with the six million figure typically used in reference to 

the Holocaust since 1945. Enough time has passed that many have no idea 

it took place until formally taught. We have lived with this meter running 

since mid-March 2020, when it was declared officially here in North 

America and nationals were ordered to sort things and get home asap. For 

whatever reason we immediately sought comfort in toilet tissue and rolls 

flew off the shelves. It may be fair to say most people are aware of the 

pandemic but a few refuses to believe in its lethality, some 40 to 10%, 

those refusing to vaccinate. Only Israel sits at 100% because everyone 

there gets the vaccine, now 3 shots. Nations at war ignored the Holocaust 

as well. Fatigue sneaks up on one becoming a way of living without the 

awareness of it. It helps to be in lockdown, a legislated state of living 

which attempts to reduce social life to one’s residence ideally, force 

constant disinfecting, maintaining a six-foot distance from others and the 

wearing of a mask to both prevent and deflect spread. Yesterday and 

today, there was an event, the 23rd biannual conference of the NACCW, 

National Association of Child Care Workers of South Africa held virtually 

online. There were the usual glitches, delays and so forth yet the 

organizers prevailed, and it was possible to catch on YouTube a few 

familiar and beloved faces, voices and above all, wisdom. The depth of the 

fatigue was hinted at but more so the extent to which the simple act of 
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caring has taken a severe hit with this pandemic. It may be the child and 

youth care corps that helps revive in the end. This column explores the 

struggle with caring. 

That is rather extreme of me to pronounce the end of care. Certainly, in 

the first months of this when the morgues of New York were overrunning 

with the dead; calling for refrigerated semi-trailers to be brought in to 

handle the overflow. Mass graves came next and then nothing but data. 

Joining the debt clock and population clock was the death clock 

displaying the global and American death statistics. It was tucked up on 

the right-hand side while the heads talked on about what has emerged as 

one of the most diabolical viruses ever, a shape shifter that changes on the 

fly adapting to its environment and always attacking from a position of 

strength. Its earliest version roared through long term care facilities 

carried by part time workers spreading it among a population of sorry but 

sitting ducks ramping up those death stats to the point of numbness. The 

only defense has been to take the sequence of two vaccinations outlined. 

Even then, you still can become positive, the real defense being not sick 

enough to be hospitalized. I’ve known several now who have caught it and 

suffered nary a symptom. Now a third shot is being considered, a booster 

perhaps the first of an unending annual jab, a cocktail of vaccines.  

As we collectively retreated into pandemic lockdown, we did so in 

increments that essentially brought social and, in many cases, significant 

social life to an end. The schedule of events, activities, sport and cultural 

meetings were ended due to the limits on participants. Thanksgiving and 

Christmas gatherings were cancelled. The creation of vaccines and the 

establishment of inoculation centers became the focus of activity. One 

round of shots leads to another and finally a glimmer of a return to a kind 

of normality. In our zeal we overlooked those from the care professions 
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who had been doing the heavy lifting throughout: doctors, nurses, first 

responders, teachers and police; some becoming victims of the virus itself, 

many more lapsing into burnout literally worked beyond any reasonable 

level of compassion or competency. I went there upon becoming a unit 

supervisor. Same people, same home, and same youth in care but with a 

shift in focus away from providing care to being expected to have 

immediate answers, do the shopping, attend meetings and be all things to 

all people. It was a bit much and I found the connection to them/it all 

literally fading to null and void. Resigning to the fact was the only answer. 

The caliber and professionalism of the carers being lost will not be made 

up overnight. Indeed, as we emerge from this pandemic the world of work 

is deeply fractured. Truck drivers and restaurant staff have huge shortfalls 

in staffing relative to the work required. Resolution to working at home or 

returning to the canyons of steel and glass at the core of every major city 

is looming.  

Child and youth care is diminished incredibly. The NACCW virtual 

conference achieved its purpose to communicate but little was done to 

express the robust relational experience South Africans can generate 

generally and individually. Two seasons of conferencing have been 

cancelled taking down the potency of immediate relating between 

individuals from across the country and in some instances the globe. Much 

has worked against the establishment of the child and youth care field 

certainly in Manitoba. A recent scandal in that jurisdiction exposes many 

of them. 

The child and youth care system is a provincial government 

responsibility. The Federal Government is also a consumer, something 

recently brought to the surface again over a lawsuit over short buying pay 

out less for services for indigenous youth than to the wider standard. A 
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judge has ordered compensation to those youth and service providers 

impacted. This system is a curious beast as it is a closed entity, the 

province controlling all aspects: education, standards, service 

compensation, licensing, consumption and service operations. Every now 

and then something exposes it all as a total shame show. In February an 

agency in Brandon for youth with complex needs, a diverse staff 

compliment of youth care practitioners, educators, nurses, counselors and 

administrators, some 200 in all and youth in care was closed for financial 

irregularities. A social service is lost, hundreds unemployed, and youth 

moved again in a system for which the province has absolute 

responsibility. The question that must be asked is does it? 

Compensation stood out. CBC reporters Vera-Lynn Kubinec and 

Caroline Barghout wrote: “When it comes to executive salaries — such as 

$175,000 for the chief executive officer of Brightscape and $160,000 for 

the chief operating officer — the report recommended a review of 

executive salaries by an HR consulting firm.” 1 Now these numbers stun 

me, and I knew competent, credentialed and youth care experienced 

executives, some of whom take a cut in salary to work in the sector. There 

is a historic precedent here. In the ‘70’s Manitoba had tens of private 

group home operators, some 60 clustered in the central core of the city. 

Each was independent following common standards of compensation yet 

operating with a wide latitude. The department providing oversight 

counted the peas on the plate and hangers in the closet yet just accepted 

 
1 https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-

spending-
1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6u
EygLV6n23k1HLr-QFG-4_x08 
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https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-spending-1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6uEygLV6n23k1HLr-QFG-4_x08
https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-spending-1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6uEygLV6n23k1HLr-QFG-4_x08
https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-spending-1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6uEygLV6n23k1HLr-QFG-4_x08
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the operator as presented. Most, I believe all are now gone, some being 

train wrecks like Brightscape.  

You get what you pay for they say. In this instance it seemed to be a 

complex mix of bribes to youth and staff. The reporters continued:  

 

“The Deloitte report documented staff bonuses including 

$7,265.79 for Winnipeg Jets tickets, $500 for a fitness class/spin 

class gift card, and $934.40 spent on cycling shoes for "two 

directors who went above and beyond their portfolio scope," the 

report says. 

 

It also noted the company's advertising and promotion budget, 

which management described as being used mostly for things 

like recruiting fees and staff hiring, included payments of $296.57 

for Dom Pérignon Champagne as a gift to a lawyer, as well as 

$974.12 for Winnipeg Jets tickets.” 2 

 

 

 

 
2 https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-

spending-
1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6u
EygLV6n23k1HLr-QFG-4_x08 

 

https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-spending-1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6uEygLV6n23k1HLr-QFG-4_x08
https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-spending-1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6uEygLV6n23k1HLr-QFG-4_x08
https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-spending-1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6uEygLV6n23k1HLr-QFG-4_x08
https://www.cbc.ca/news/canada/manitoba/brightscape-grou-home-financial-audit-spending-1.6200318?__vfz=medium%3Dsharebar&fbclid=IwAR3cn7muEjLFivxsw_59taXz8guMby3im6uEygLV6n23k1HLr-QFG-4_x08
https://www.facebook.com/groups/intcycnet
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This writer would like to think it will be annual forensic audits all around 

after this, but effective oversight remains allusive.  

Turnover is constant in child and youth care. Is it any wonder with the 

diversity on offer out there? The system seems to be in constant flux. 

Educators, the people who have the task of dealing with such flux can 

build and craft all the field they want but if it is only cherry picked to look 

good what good is it? The website for Brightscape certainly strung 

together the latest thinking in a wonderful presentation. You have your 

structural hard heads, loosie goose’s, bleeding hearts, and devil may care 

types. There is a viewpoint on the practice as there is staff and a 

philosophy of treatment as there is programs. It is a wonder anything gets 

done at all. It is curious to me that a profession (read anything Jack Phelan 

writes) that demands years of commitment to digest, interpret, apply and 

apply again is measured in months if you are lucky. Jack Phelan remarked 

in his address to the NACCW: “Good child and youth care work is talking to 

their heart not to their head.” 3 You cannot mentor anyone in a month let 

alone several years. The emergence of Human Resource professionals has 

not helped. Not only do they absolve supervisors from mentoring anyone, 

but they also have the power to tinker with the system of the treatment 

community itself. A lot of folks with even more notions than a television 

network. Compensation has always been a mystery at the staff level as 

well. Ideally, one should progress up the levels on the salary scale in a fair 

and balanced way. You want experience, or do you? Regime changes with 

new administrators or supervisors often set off a clearing to the decks 

busting up teams of hard-won excellence. Do those agencies loose 

 
3 https://www.youtube.com/watch?v=FHxmtLu7ajA 
 

https://brightscape.org/
https://www.youtube.com/watch?v=FHxmtLu7ajA
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staffing compensation commensurate with the individual position or do 

they bag a bonus trading down? Just curious.  

There has been an evolution towards size of agency. I experienced a 

transition from a religious based charity to a complex array of programs 

that operates on a scale never foreseen by the founders. When you have 

worked to have child and youth care work credentialed and you see 

professions in accounting, human resources, communications, computers, 

data and administration brought in at top dollar and given a seat once 

occupied by a youth supervisor at the board table, you begin to become a 

little concerned about giantism. Treatment is now complimented with 

constant fund raising, profile is essential to attract clients, staff and 

dollars. For me this trend clearly meets a demand and provides a service 

as they thrive as the need is that great. 

And yet, for those whose heart is in it, the trend is toward the family 

unit in either a group or foster setting. Thom Garfat speaks of the moment 

of connectedness between persons.4 While this column queries the lack of 

such connectedness between the key elements of the care system the 

folks, I have known have worked themselves toward sharing their 

profession with their spouse as a foster parent or finding a boutique group 

unit that excels with certain client needs. One colleague works as a foster 

carer only for a family. Many have not only survived this pandemic but 

thrive doing so. The passing of the pandemic and it is passing with an ETA 

of sometime in 2022 there will be an explosion of connectedness, perhaps 

one that will allow the child and youth care system pull itself together to 

realize there is a need for sharing between provinces, for Federal 

participation and for a renewed appreciation for the development of the 

child and youth care practitioner as a mature professional with applicable 

 
4 https://www.youtube.com/watch?v=FHxmtLu7ajA 

https://www.youtube.com/watch?v=FHxmtLu7ajA
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skills. One can only hope. Heather Modlin calls child and youth care 

professionals as “champions of hope” reminding her audience of Randi G. 

Fine’s statement: “Hope is the promise that anything is possible.” 5 Should 

they ever get a handle on this virus the prognosis is anything will happen, 

there will be no return to normalcy, at least not in the short term. 

 

GARTH GOODWIN spent his 41-year career in both practice and as a database designer 
and administrator. In over 30 years of frontline practice he worked for both public/board 
and private agencies. He was the first recipient of the National Child and Youth Care 
Award in 1986. He nurtured the Child and Youth Care Workers Association of Manitoba 
through its formative years and became its representative to the Council of Canadian 
Child and Youth Care Associations. He has been privileged to be the witness and 
participant in significant events in CYC history and remains an active observer in the field 
of CYC.  

 

 

 

 
5 https://www.youtube.com/watch?v=P89PK-sBIdk 

https://www.youtube.com/watch?v=P89PK-sBIdk
https://www.facebook.com/intcycnet
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Miscommunication Styles 
 

 

here are characteristic ways in which we avoid or distort real and 

effective communication – especially when we're talking about 

conflict and change. When you are dealing with colleagues or 

partners, which of these methods do you use? 

 

The Avoider 
The avoider refuses to fight. When a conflict arises, they’ll leave, fall 

asleep, pretend to be busy, or keep from facing the problem in some other 

way. This behavior makes it very difficult for another to express their 

feelings of anger, hurt, etc. because the avoider won't fight back. 

 

The Guilt Maker 
Instead of saying straight out that they don’t want or approve of 

something, the guilt maker tries to change their partner's behavior by 

making them feel responsible for causing pain. The guilt maker's favorite 

line is: "It's O.K., don't worry about me”, accompanied by a big sigh. 

 

The Subject Changer 
Really a type of avoider, the subject changer escapes facing up to 

aggression by shifting the conversation whenever it approaches an area of 

conflict. Because of these tactics, the subject changer and their partner 

never have the chance to explore their problem and do something about 

it. 

T 
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The Mind Reader 
Instead of allowing another to honestly express feelings, the mind 

reader goes into character analysis, explaining what the other person 

really means or what's wrong with the other person. By behaving this way 

the mind reader refuses to handle their own feelings and leaves no room 

for the other person to express themself. 

 

The Withholder 
Instead of expressing their anger honestly and directly, the withholder 

punishes their partner by keeping back something – courtesy, affection, 

good cooking, humor, sex. As you can imagine, this is likely to build up 

even greater resentments in the relationship. 

 

The Trapper 
The trapper plays an especially dirty trick by setting up a desired 

behavior for their partner, and then when it’s met, attacking the very thing 

they requested. An example of this technique is for the trapper to say: 

"Let’s be totally honest with each other," and then when the partner shares 

their feelings they find themself attacked for having feelings that the 

trapper doesn’t want to accept. 

 

The Gunnysacker 
This person doesn’t respond immediately when they’re angry. Instead, 

he puts his resentment into his gunnysack, which after a while begins to 

bulge with large and small gripes. Then when the sack is about to burst, 

the gunnysacker pours out all his pent-up aggressions on the 

overwhelmed and unsuspecting victim. 
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The Trivial Tyranniser 
Instead of honestly sharing their resentments, the trivial tyranniser 

does things they know will get their partner’s goat: leaving dirty dishes in 

the sink, clipping fingernails in bed, belching out loud, turning up the 

television too loud, and so on. 

 

The Joker 
Because they’re afraid to face conflicts squarely, the joker kids around 

when their partner wants to be serious, thus blocking the expression of 

important feelings. 

 

The Beltliner 
Everyone has a psychological "beltline", and below it are subjects too 

sensitive to be approached without damaging the relationship. Beltlines 

may have to do with physical characteristics, intelligence, past behavior or 

deeply ingrained personality traits a person is trying to overcome. In an 

attempt to "get even" or hurt their partner the beltliner will use his 

intimate knowledge to hit below the belt, where he knows it will hurt. 

 

The Kitchen Sink Fighter 
This person is so named because in an argument they brings up things 

that are totally off the subject and unrelated ("everything, but the kitchen 

sink"). 

 

 

Source: Unknown 
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Postcard from Leon Fulcher 
 

From New Zealand where Covid Vaccinations will be Mandatory 
 

 
ia Ora 
Kotou 
Katoa and 

Warm Greetings 

child and youth 

care workers of the 

world! And still this 

pandemic 

continues, with 

growing numbers 

of people sick and 

tired of lockdowns, 

masks and social 

distancing. Here in Aotearoa New Zealand we are moving into a new 

phase in this Covid Pandemic where vaccination passports are being 

planned for all international travel.  

Here in New Zealand, Government has announced a new vaccination 

policy which includes a ‘No Jab? No Job!’ strategy for everyone working in 

health care, education and pre-school education, as well as for hospitality 

and border workers. This reflects a strategic move away from the 

elimination policies that have kept New Zealand mostly Covid-19 free for 

the past 18 months. 

 

K 

 
The New Zealand Government moves from elimination 

strategy to vaccinations 



 
 

November 2021 
ISSN 1605-7406 

90 
 

 

Now, with the push towards mass vaccination of everyone in New 

Zealand aged 12 and older. Some parts of the Auckland Region have lived 

under Lockdown 4 with no travel across borders from mid-August. Even 

now, with some relaxation of limits, Auckland remains in Lockdown. 
The strategic issue has been 

to pursue community 

vaccinations with maximum 

effort for everyone aged 12 and 

older, unless people have 

medical reasons which warn 

against vaccination. Mobile 

units have started moving 

through rural areas of New 

Zealand, taking the vaccination 

option to farming communities 

and also remote Maori 

 
By end of October, 85-90 percent 
of the New Zealand population 

will be vaccinated 

 
Mobile vaccination units have moved 

out into New Zealand’s rural areas 

 
A ‘No Jab? No Job!’ Mandate has increased 

vaccination rates 
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communities ever mindful of how their ancestors were devastated by the 

Spanish Flu pandemic of 1918-19. 

As New Zealand nears the target of 90 percent of the population 

vaccinated, the parallel issue is best captured with the ‘No Jab? No Job! 
Policy has started to roll out. Those who argue about personal human 

rights or unknown contents 

of the vaccine available will 

become increasingly 

isolated. Some worry about 

community conflicts around 

such issues of personal 

choice. 

Looking more closely at 

those being admitted to 

hospital with the Covid-19 

virus, the facts are that 

patients are now younger 

than age 38 and more 

patients are now of 

secondary school age. 

Almost all of the hospital 

admissions, and everyone in 

receipt of ICU care have not 

been vaccinated. While 

vaccinations may not 

prevent one contracting the 

virus, it helps make one less 

ill. 

 
Sadly, almost all in hospital and ICU beds 

are unvaccinated 

 
Essential health care workers, border 

workers and teachers require vaccinations 



 
 

November 2021 
ISSN 1605-7406 

92 
 

All essential workers in the health and social care sectors will now 

require vaccinations. That means child and youth care workers will be 

faced with the choice of getting the Covid vaccination or not. Any 

employment that brings one face to face with others in a relational 

context requires every effort possible to keep both young people and their 

family members as safe as 

possible. It also means 

relational safety for those 

practitioners alongside 

whom one works. 

Businesses cannot 

require any individual to be 

vaccinated. However, 

businesses can require that 

certain work must only be 

done by vaccinated 

workers, where there is high 

risk of contracting and 

transmitting COVID-19 to 

others. This risk depends on 

the local COVID-19 

situation. 

Mandatory vaccination 

under the New Zealand 

Health Order includes: (a) 

Workers at the border, in 

managed isolation and in 

quarantine settings must be 

 
Now questions about rights are challenged 

by those seeking the right to health 

 
Vaccination passports are on the way so we 

may as well get used to it! 
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fully vaccinated; (b) Anyone carrying out high-risk work in the health and 

disability sector must be fully vaccinated by 1 December 2021; and (c) Staff 

and support people in the education sector who are in contact with 

children and students, must be fully vaccinated by 1 January 2022. An 

employer cannot require their staff to be vaccinated - but they can require 

that certain types of work is only done by vaccinated staff 

 

  

 

  

 

 

 
Sit back and enjoy that lovely Barista-brewed cup of coffee in a safe place 
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