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Editorial 

Youth Work is not 
accidental 

 
Simon Walsh 

 
 
n this field of work, the term ‘relational practice’ gets thrown around a 
lot. We are often told to take a relational approach to youth, disability 
and family work, but what does this actually mean? What do you think 

when you consider a relational approach?  
The topic of relational practice in child and youth care work is 

prominent right now in the international child youth care space. Here at 
Allambi we are fortunate to have many connections from across the world, 
to guide us in best practice and work alongside us to recognise approaches 
that work well with challenging and troubled youth. Recently I have been 
contacted by a few of these professionals, who are gathering information 
and writing about true relational practice. It has made me think about 
relational practices here at Allambi and how these have developed over 
time. 

When I started in this field as a youth worker in our first refuge, most of 
my work was done through a lens influenced by my family’s experience as 
foster carers. Although I tried my best, I didn’t really understand the depth 
of work that is relational practice.  

Back then formal training and induction processes were scarce, and we 
really relied on the personality and approach of staff to ensure an 
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environment of understanding, empathy and patience was adopted across 
the organisation. Over time, through both trial and error and then from 
more formal training and development, I was able to refine my approach 
with children and young people. I realised that there was more to my role 
of youth worker than just listening and striving to be liked by the person I 
was caring for. The focus on the needs and personal values of the child was 
more important, as was the need for me to understand their experience to 
really know what was required from me in terms of their care and support. 
These kids needed to feel trust; to have an opportunity to heal and feel safe.  

This realisation is something that has been recognised by my good 
friend Jack Phelan, in his recent paper where he explores the foundations 
and stages of relational practice. As a youth worker relational practice does 
not come naturally, but rather grows through stages as we learn about the 
logic and lived experiences of the people we support, who have suffered 
enormous pain. Our ability to identify the gap between ourselves and this 
person and replace judgement with curiosity is something that comes with 
much experience and personal realisation.  

Engaging with the people and families we support is hard and has to be 
intentional. Our work is not accidental, and a skilled and thoughtful 
approach is at the heart of what we do here at Allambi. Whilst initially we 
may draw on our experiences to teach those we care for different ways to 
respond and approach situations, the next level of care needs more 
thought. It should not be complicated, but instead intentional where you 
focus on being fully present with the person you are supporting. This is 
where relational practice starts - looking past your own beliefs and values 
and considering those of the person you are caring for through a non-
judgemental lens.   
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The relational approach is something that we also adopt here at Allambi 
through staff training and development. Our Training and Development team 
has spent many hours developing and refining training content to ensure it is 
relatable to our staff, that considers the different levels of staff knowledge and 
learning ability and is effective in that it directly impacts the lives of the 
vulnerable children, young people, adults and families we support.  

Teaching staff to put their own thoughts, feelings, and values aside, to 
instead consider the thoughts, feelings, and values of those we support, is 
at the core of our framework and our philosophy of care. We must 
experience the other person’s reality – be curious, not dismissing, and have 
a muted self-focus to understand what is needed from us. The approach 
must be needs-based and natural to grow a sense of worth and value.  

Another thing I have learnt to understand about relational practice is 
that it is not time limited. Creating that true connection means you cannot 
just turn it off. Any of you who have moved teams or changed roles after 
developing a strong connection or have had young people grow up and 
move out of our service would know what I am talking about. Those we 
care for often come back, seeking support or memories, and our 
relationship continues in these moments.  

I wanted to reflect on this as I think it is at the core of what we do every 
day. It is so important that we take the time to reflect on our interactions 
with the people we support, and ensure we are being intentional in our 
approach. We can have an everlasting effect on those we care for, and this 
must be reflected in our work.    

 

SIMON WALSH is CEO of Allambi Care, Australia, and a member of the CYC-Net Board of 
Governors. 



 
 

September 2021 
ISSN 1605-7406 

7 
 

 

http://press.cyc-net.org


 
 

September 2021 
ISSN 1605-7406 

8 
 

Young people in care: How 
lockdown provides a haven 
of security and belonging 
 

Claire Cameron 
 

Abstract 
Amidst all the gloom and concerns about what effect the 

emergency lockdown measures associated with COVID-19 are 
having on children, there is a small group of young people finding 

positive benefits. Staff at one Scottish provider of residential 
services for children and young people who have complex needs, 
say young people are less distressed than before lockdown and 
many seem happier than they were before the measures were 
implemented. Daily life is less pressured. Staff are happier too. 

Lockdown is proving to be a catalyst for changes in line with the 
principles of Social Pedagogy which promotes the value of 

meaningful relationships that offer emotional and practical 
support. 

 
Keywords 

COVID-19, education, looked after children, care experience, social 
pedagogy 
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Children in foster care were thriving under lockdown, the Association of 
Directors of Children’s Services in England told the House of Commons 
education select committee. In residential care homes, where about 10 
percent of young people looked after by local authorities live, the various 
restrictions within the four nations of the UK have created opportunities for 
them to take up new skills, get fit and get along better with those around 
them. 

Staff at Care Visions, Scotland’s largest independent provider of 
residential services for children and young people who have complex 
needs, say young people are less distressed than before lockdown, and 
fewer are running away. Danny Henderson, one of Care Visions’ managers, 
says that many young people seem happier than they were before the 
measures were implemented. Daily life is less pressured. Moreover, staff are 
happier too. They are focused on empathic caring in the here and now, 
creating spaces and experiences for and with children ‘rather than working 
to outcome-driven plans with multi-agency involvement’. 

For Care Visions, this is raising ‘questions about what is of value to our 
young people and our work more generally…’ There is an opportunity here 
to rethink residential care for young people in line with IOE (UCL Institute 
of Education) research findings. 

Our 2006 comprehensive study of residential care in Denmark, England 
and Germany found that homes in England were more crowded, with 
more staff per young person, and the staff were more focused on discursive 
or ‘discussing/talking’ approaches to emotional support and less on 
empathic or ‘listening’ approaches (Petrie, Boddy, Cameron, Wigfall, and 
Simon, 2006). 

The children’s homes in Denmark and Germany had more creative and 
practical activities. Denmark is particularly interesting for its focus on 
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‘cosiness’ or a dedicated time in the day for getting together and sharing 
food and drink. This creates a feeling of domesticity and being at ease in 
one’s surroundings. 

Our study informed the then UK government’s children’s workforce 
strategy for looked after children in England and created an interest in the 
Social Pedagogy approach used in Germany and Denmark. 

Social Pedagogy is a long-standing philosophical approach in 
continental Europe that we have broadly translated as ‘education in its 
broadest sense’. It has many dimensions but in essence promotes the 
value of meaningful relationships that offer emotional and practical 
support. It uses reflection techniques to challenge assumptions and help 
disadvantaged young people create new goals, working at both the group 
and the individual level. Social pedagogy focuses on making everyday life 
as rich and full of opportunity as possible, often using creative expression 
and practical skill building as well as domestic routines. 

At Nether Johnstone House, which provides specialist residential 
childcare services to children and young people aged eight to 21 years, 
lockdown is proving to be a catalyst for changes in line with social 
pedagogy. Staffing patterns have changed so that teams of staff are on 
shift for two or more days at a time, meaning there are fewer changes of 
staff. There are no visiting professionals, but young people contact their 
social workers by text or phone, which Elaine Hamilton, service manager, 
says has turned out to be a more ‘natural and relaxed’ way to 
communicate. She says, ‘less rush and hurry means folk have time just to 
be present’. Young people know who to expect to be with, improving 
reliability and consistency. They ‘feel safe and open to new opportunities’. 

Not going out means there is more time for board games, cooking and 
archery in the garden. 

https://discovery.ucl.ac.uk/id/eprint/10000058/1/may_18_09_Ped_BRIEFING__PAPER_JB_PP_.pdf


 
 

September 2021 
ISSN 1605-7406 

11 
 

Going out, but for exercise only, led to one young person, previously 
disinterested in fitness, creating cycling goals for himself, that were then 
matched by a fellow resident. He reflected that before lockdown, when he 
had been able to go anywhere, he had done nothing, whereas now he 
knew he ‘was not going back to live like that’. 
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Staff and residents have learned new organisational skills. Limited to 
shopping just three times a week, and only on a solo basis, led to menu 
planning in advance, and each young person writing their personal Covid-
19 ‘survival list’ to get through the next 48 hours. Elaine reports this change 
in itself has been a major success in achieving a ‘more natural way to shop 
with kids. They are learning to consider their needs in advance’. 

 

 
 
Despite deep concern at the beginning of lockdown that it might 

reawaken trauma or prove to be unmanageable for young people who had 
previously lived in secure settings, there has been no rise in incidents 
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where staff have had to physically restrain residents. According to Elaine, 
‘young people have really embraced and benefited from the relationships 
they had already established with the team, helping them to feel safe and 
listened to throughout’. There have, however, been some frustrations and 
difficulties, particularly for staff going between their own families and the 
children’s home. Elaine asked two young women for advice about living 
with lockdown, given they had been through it in secure care settings. One 
said she felt safe in secure, and the metaphor of ‘bubble wrap’ summed up 
the feeling that the home under lockdown is a haven, for now, and while it 
feels constraining at times, they know it is not forever. 

So the challenge now, as lockdown eases, is to constructively evaluate 
the conditions that support children in residential and foster care. It might 
mean preserving the sense of continuity, familiarity and belonging to a 
particular place, with a particular group of people, that lockdown has 
engendered. It might also mean making residential care an educational, or 
social pedagogic, experience with, perhaps, long term benefits for highly 
disadvantaged children. 
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Entanglements: The 
personal is political and vis 

a versa 
 

Hans Skott-Myhre 
 

 
am often struck by the kinds of arguments that simplistically pose one 
thing against another. I have spent most of my career, as an online 
worker, supervisor, and academic arguing that life is an ecology that 

can’t realistically be split into sets of two. For those of us who are 
committed to life space work, it is crucial that we take the “life” part of that 
phrase seriously and resist the temptation to divide the world into abstract 
social categories such as children, adults, families, individuals, male, female, 
raced, and so on. While these are sometimes an easy shorthand we use to 
find common descriptions of the world, they are also brutal modes of 
exclusion for those people who don’t recognize themselves in these ways 
of speaking. They create frameworks that include and exclude rather than 
complex webs of living creative capacity that affirm difference.  

To break the world of living things into linguistic truisms that claim to 
describe the way things are, is to act within a set of power relations that 
forecloses and denies. Indeed, following Foucault, I would argue that all 
language is saturated with power relations and that to imagine there is any 
neutral ground where one could be free of power is a dangerous delusion.  

In that sense, all sets of relations are inherently political and entail the 
negotiation of power across any given social ecology. If we think of politics 
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as a complex expression of force, then the power being negotiated is 
literally the flow of life as it manifests in the creation of all things living and 
inanimate. Power is not something anyone can possess or command. It 
always exceeds any ability to control or contain it.  

In this view of power relations, the ability to assess the ecological 
conditions that give rise to assertions of force that restrict and restrain 
living capacity becomes the grounds for liberatory or even revolutionary 
action. In another term, the ability to perform an ecological reading of the 
conditions and expressions of force within any given social configuration is 
the basis for our ability to increase the capacities we have for expression 
and creativity. We might well say that, to understand the logic of any social 
system, such as capitalism, that seeks to parasitically feed on life, is 
essential to defend and protect future generations.  

In this sense, politics and the political cannot be reduced to any kind of 
reductive analysis. Instead, we need models that acknowledge and 
encompass a complex and dynamic reading of our current situation as 
anything other than fixed. There are certainly those who would suggest 
that the current system is too powerful and effective to be successfully 
challenged. They would argue that there have been too many failed 
attempts over the scope of its historical trajectory. Indeed, they might 
suggest that we simply need to figure out how to survive within the belly of 
the beast with as much dignity and grace as possible.  

For myself, I would point out that all empires fall and that as Martin 
Luther King said, “the arc of the moral universe is long but bends towards 
justice.” Without a doubt, we live in a time when the dominant system of 
control is the most extensive and effective the world has ever known. 
Global capitalism saturates every corner of the globe at every level of our 
daily lived experience. Any reasonable analysis would have to acknowledge 

https://www.si.edu/spotlight/mlk?page=4&iframe=true
https://www.si.edu/spotlight/mlk?page=4&iframe=true
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its all-pervasive influence. In that respect, it is a bit like the Borg on the old 
series Star Trek. The Borg, in that series, is a cybernetic organism that 
comprises a hive mind. As an organism it appropriates the technology and 
knowledge of other species by forcibly transforming individual beings into 
drones. 

Clearly, there are resonances with global capitalism and the viral spread 
of media and virtual platforms across all elements of our lives. In fact, one 
could argue that our very sense of identity is increasingly mediated 
through our representations of ourselves on social Media platforms. The 
Borg’s claim is that resistance is futile because its mode of appropriation 
and exploitation is inevitable and constitutes a drive towards perfection 
that is evolutionarily predetermined. For some of us, this also feels true of 
the current state of Empire. It can seem at times, as though resistance is 
futile and that global capitalism is the end of history. It will always be like 
this. 

Of course, there is no actual historical necessity for capitalism to persist. 
It is simply one way to organize a society. There are an infinitude of other 
options and possibilities. But the force and scope of capitalism in our time 
can make any substantive change seem unrealistic. Indeed, sometimes it 
feels as though the more we analyze the way capitalism controls its 
subjects, the more it can seem hopeless that we will ever escape its grasp.  

Foucault was once accused of providing detailed analysis of modes of 
social control in such a way as to make any resistance appear hopeless. He 
responded by saying that reading his work in this way was an error. That in 
fact, within every account of domination and control there were also 
accounts of perpetual and ongoing acts of resistance. He argued that all 
systems of control and discipline are always failing, because they are trying 
to contain and restrict the creative force of life itself. Systems of Empire are 

https://www.startrek.com/database_article/borg
https://www.thriftbooks.com/w/powerknowledge-selected-interviews-amp-other-writings-1972-77_michel-foucault_colin-gordon/252396/item/6627076/?gclid=EAIaIQobChMI9Z2zgd7T8gIVIz2tBh1L2QFuEAQYAyABEgL_YfD_BwE#idiq=6627076&edition=2147940
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constantly having to modify their methods of control to account for the 
fact that living force is defeating their old approaches all the time. It is a 
process of ongoing struggle, but life is always escaping, creating, and  
bending the arc of history to its advantage. 

I raise all of this in light of concerns being raised by some of my 
colleagues about a “political turn” in CYC. This is a concern that has been 
articulated on and off over the years and it seems to be centered around a 
binary framework which poses politics against individual care. As I 
understand it, there is a worry that if we get too involved in trying to shift 
social conditions, we will lose track of caring for individual young people we 
encounter in our work. The argument seems to be that there is a clear 
division between working relationally with young people and being an 
activist who work towards greater degrees of equity and justice.  

Underlying this is an apparent assumption that working with young 
people as individuals can be done without engaging the broader field of 
social injustice. That it is possible to escape the political and just work with 
kids. Indeed, there may also be a fear that if we consider the broader 
political landscape and bring it into our work, we will be so distracted by 
politics as to lose sight of the young person in front of us. We might start 
reading them as simply a representation of our political ideology. If we see 
them as oppressed or living under conditions of oppression, we might start 
to see them as victims and maybe even encourage them to take on a 
victimized persona. It has been suggested that clinical fields such a social 
work have taken on this political trend to the detriment of their practice. 
Not only has the world not gotten any better, but they are doing less and 
less good work with individual young people. 

Not surprisingly, I don’t find such arguments very convincing. I teach 
and work in a Social Work and Human Services Department with a clinical 
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practice focus on the Social Work (MSW) side and a relational approach 
quite similar to CYC on the Human Services side (BSc). Both programs take 
an overtly social justice orientation to their practice and I would have to say 
I have not seen it negatively impact the work our students do with 
individuals either clinically or relationally. Instead, I would say it broadens 
and deepens their ability to engage and deal practically with real world 
issues of injustice and inequity. From my perspective, to split the personal 
from the political is both inexplicable and a strong political statement in 
and of itself.  

As I have been arguing all along, politics and relations of force saturate 
all aspects of our lived experience. When we encourage a certain myopia 
by putting on political blinders in order to do our work, it could be argued 
that we are simply supporting the existing status quo. When we don’t 
engage the forces of poverty, injustice racism, exclusion, and bigotry as 
they impact on the loves of the person in front of us, we lose the 
opportunity to assist a young person in challenging the status quo that is 
so toxic to them, their family, and community. I would argue that if we 
resist this call to a kind of false political innocence, then far from opening 
up an identity as victim, we have the opportunity to join young people in 
creating a better world as an engaged and active citizen.  

In this regard, perhaps we could borrow the old feminist slogan “the 
personal is political.” That is to say that all politics is built from ground up in 
an infinitude of small person to person interactions, that when put 
together form our sense of what society is and what we can do as social 
beings. Certainly, our work as CYC practitioners is one of these interactions 
that moment by moment, interchange by interchange, builds the world in 
which we all live. After all, what we call the political system is created and 
sustained by us. It is our work that keeps it going. 
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Recently, there have been a number of manifestos by young people 
accusing adults of betraying them. These have been predominantly 
focused on climate change and the fact that adults are still doing almost 
nothing to avoid an ecological disaster for future generations. It would 
seem to me, that when we suggest that we should step aside from politics 
and focus on the young person in front of us, we are taking a very narrow 
view of what care looks like. How can we legitimately claim to be building 
trust, while betraying the future in which they will live? Can we honestly 
say that their ability to breath, drink clean water, not have their homes 
washed away or destroyed by fire, earthquakes and so on is outside the 
scope of our work? This seems to me almost willfully negligent. Certainly, 
an increasing number of young people are claiming just that. They are 
saying loudly that adults need to be more accountable to the future.  

The political and the personal are profoundly and deeply intertwined. 
They cannot be separated. Anything we do or say in the company of young 
people is a political act that either supports the status quo or moves to try 
and change it. There is no place of innocence. We are either complicit with 
a system that is overtly toxic to the future of the young people we serve or 
we can work together with them to create a new future. Either way is 
political and the political is always personal, whether we want to admit it or 
not. 

 

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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Wellness in the Post-
Secondary Classroom 

 
Patricia Kostouros 

 

 
Abstract 

Post-secondary teachers have a significant role in supporting 
wellness in the classroom. In particular, knowing there is an 

increase in students entering post-secondary education with 
existing mental health concerns, our classroom supports and 

strategies need to be considered. It is hoped that the content in 
this article will spark a discussion about the need for teachers in 

Child and Youth Care programs to be thoughtful about how they 
appropriately support all students and how they understand those 
students who struggle with mental health concerns in their post-

secondary classrooms. 
 

Keywords 
mental health, post-secondary, wellness, classroom supports, post-

secondary self-care.   
 
 

fter many years of teaching in the post-secondary system in a Child 
and Youth Care program I can attest to seeing more students 
arriving in class with academic accommodations for mental health 

concerns, particularly anxiety. Certainly, there is a movement afoot to 
support young adults who have been in foster care, and have experienced 
mental health concerns, to complete post-secondary studies (Phillips et al., 
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2015). With appropriate support and preparation, those with mental health 
concerns are able to meaningfully engage in their chosen field of study. 
While many students who enter post-secondary education have existing 
concerns, some, including those without existing mental health concerns, 
experience post-secondary stressors such that their mental health begins 
to suffer.     

Keyes et al. (2012) noted that the onset of a mental health concern is 
often related to the developmental period of college and university 
students. Keyes et al. suggested that the prevalence of mental health 
concerns in the college and university population is increasing. For 
example, these authors stated that, “mental illness in the form of 
depression and anxiety is prevalent among college students, a finding 
consistent with previous studies” (p. 130). These researchers also noted that 
the absence of a mental disorder does not necessary mean that one is 
mentally well. In addition, Keyes et al. showed that mental wellness can act 
as a protective factor.  

According to the National College Health Assessment (American 
College Health Assessment, Canadian reference, 2016) as many as 33% of 
students feel stressed to the point of it impacting their academic success. 
While academic success may be affected so is the post-secondary 
classroom. For example, students with high anxiety and minimal coping 
skills may be unable to engage in face-to-face activities such as role play, 
group dialogue or respond to unanticipated questions. Many students who 
experience mental health concerns need increased support directly in the 
classroom, not only from academic accommodations for exams and 
papers. Therefore, post-secondary teachers could create a classroom that 
reduces stress for all students not only the ones who struggle with mental 
health concerns. Doing so is likened to universal design. 
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 It is important to think about mental health not as something someone 
has or does not have but rather something that is fluid. For example, an 
individual may have many things going on such as exams, a break up with 
a partner, unexpected financial burdens or illness. Several stressors at once 
can affect one’s mental health temporarily, particularly if there is a limited 
support system. As well, skills that have been acquired to manage stress 
will also play a part in how one copes with stress and therefore, how mental 
health is affected. An individual may feel bogged down and even 
depressed when these things happen all at once, but then the person gets 
an A on their exam, and their mood starts to shift; hence mental health can 
change with circumstances. Sometimes, however, an individual’s mood 
does not change with circumstances and a mental health condition is 
more fixed.  

 

A Continuum Approach 
In an effort to move beyond the dichotomized approach to mental 

health, Keyes (2002) described a mental health continuum that has both a 
horizontal and a vertical pole. On one end of the vertical pole is flourishing, 
meaning optimum wellness, and on the other end is languishing, meaning 
poor mental health or illness. On the horizontal pole, Keyes (2002) 
described serious mental illness at one end and no symptoms of distress at 
all at the opposite end. Keyes (2010) also explained that no one is ever at 
one end of the pole or the other all of the time. We all experience stressors, 
as noted above, and this can create less wellness, but may not take us to 
the extreme ends of the poles. Someone may experience a mental health 
problem but still flourish.  Those who experience multiple symptoms, 
making it difficult to engage in activities and relationships, could languish 
for a period of time. In addition, Keyes (2002) suggested that “mental 
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health is not merely the absence of mental illness” (p. 208), rather, 
flourishing is emotional and social “vitality” (p. 208) and languishing 
consists of lower levels of positive functioning.  

Interestingly, Keyes (2010) found that most people fall somewhere in the 
middle and are neither flourishing nor languishing. Keyes et al. (2012) found 
that of those in their study who had a diagnosed mental health condition, 
only 2% were languishing and of those without a diagnosis 1.6% were 
languishing.  Therefore, recognizing that post-secondary students are still 
growing and developing, it is important to acknowledge that mental 
health labels are not necessarily static. Students generally move between 
flourishing and languishing depending on their experiences and how 
others respond. Therefore, the post-secondary teacher could make a 
difference in assisting students to maintain their wellness.  
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Languishing Students and Teacher Role  
Before going further, it is important to acknowledge that some 

students are simply languishing to the point that their academic success is 
at a higher-risk and they may have to leave their education for a period 
rather than limp along trying desperately to manage. In these cases, 
acknowledging the struggle is necessary and sometimes teachers can see 
behaviours and symptoms that the individual has a difficult time 
recognizing. Referrals to college and university wellness services or even 
outside resources could be the best option in those cases. 

I have witnessed many students attempt to maintain their studies 
when they are not well, and this may exacerbate their challenges. Often, 
this is enabled by well-meaning teachers who want to help. As teachers in 
helper programs, helping comes more easily to us. However, the students 
are not the children and youth with whom we work. We need to 
remember that we are helping students to gain professional skills such as 
reliability, communication, conflict resolution, problem solving and 
trustworthiness. These skills will help them do well in their careers. 
Therefore, if we are going to assist post-secondary students to flourish, or at 
least not to languish, in our post-secondary classrooms, then it helps to 
have an understanding about when a student is languishing to the point 
that deeper help is necessary and completing their studies is no longer a 
priority. In other words, well-meaning teachers could be contributing to 
the student languishing when we do not intervene with expectations that 
the student receive appropriate help.  

We are teaching a human service (Child and Youth Care) and although 
we do need to have boundaries, we also need to be relational. It is the 
natural inclination of human service teachers to want to assist students 
when they struggle and in some ways such circumstances may lead 
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teachers to become the ‘helper’ of the students. Of course, such conditions 
also have the potential for teachers to create dependency among their 
students, particularly those with mental health concerns.    

If teachers enter into a dual relationship this could also create a 
therapeutic relationship, which Palmer (2007) noted as inappropriate in a 
learning environment. When teachers inappropriately take the place of 
outside supports for their students, it is easy to slip into a therapeutic role. 
However, boundaries need to be established and both the teacher and the 
student need to recognize this necessity. Therefore, it is the responsibly of 
teachers to clarify their relationships with students and to ensure they 
maintain appropriate limits. If teachers are not clear, then they risk slipping 
down a slope that is good for neither the teacher nor the student.  

Supporting students to access their supports is an important position 
for the post-secondary teacher to take. One reason is related to the 
reduction of stigma. When a teacher supports students to use mental 
health resources and can talk openly about the programs on campus and 
the need for accessing these services, the message to the student could be 
that the teacher is aware of and in support of these programs. Talking 
openly about campus wellness supports can normalize seeking help, and 
this could reduce stigma. When we allow students to languish and talk 
only to us we might perpetuate the hidden nature of mental health 
concerns.  Another reason we would want to talk about accessing services 
is the knowledge that students who receive information gain mental 
health literacy, and when they have literacy they are more likely to access 
services. Mental health literacy leads to students accessing resources when 
needed (Kutcher, Wei & Morgan, 2016).  

It is also important to talk about the differences between those 
students who take on too much – such as outside work – and cannot tend 
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to their homework, or those who procrastinate, from those who are 
languishing due to a mental health concern. Those who are struggling with 
a mental health concern are more likely to express a strong desire to meet 
expectations and often try hard to succeed but are unable to due to the 
distress experienced from the concern. For example, a student with 
extreme anxiety may have difficulty with regulating their breathing or 
heart rate and therefore, when they attempt to sit still to study, the sound 
of their heart pumping loudly may cause more fear, creating distorted 
thinking and making it difficult to concentrate. The student who is 
procrastinating or working too much will have other reasons for their 
inability to study or be prepared for classes. When a student says they are 
tired we might want to inquire about what the cause of the tiredness is; 
lack of sleep from too much overtime at work, or an inability to sleep due to 
worry and anxiety.  

 

Components of Wellness 
Often when we think about mental health, we think about it in terms of 

illness and not wellness.  Recognizing when students are feeling and doing 
well can provide information to use as teachers as to when and what we 
might want to adjust in our classes.  The components of wellness as 
described by Keyes (2010) are related to well-being in the areas of emotion, 
social and psychological health. In his model Keyes suggested that the 
vertical pole reflects hedonic tendencies, meaning feeling good. The 
horizontal pole reflects eudemonic tendencies, meaning functioning well, 
or as Keyes puts it, flourishing.  
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Emotional Well-being 

Emotional well-being is having a stable positive affect, or generally a 
positive disposition. When someone feels well emotionally, they are 
generally happy and satisfied with life. It might be possible to recognize an 
emotionally well student by noticing a stable positive mood.  These 
students tend to respond to challenges with an open attitude, excited 
about learning and typically respond well to feedback, knowing it will 
benefit them in courses and in life. These are students who take more risks 
in classes, are often the first to appropriately respond and can keep things 
in perspective, particularly when the stressors of exams and papers begin 
to weigh other students down.  

   

Social Well-being 

When someone thinks they belong and are socially accepted then they 
are more likely to contribute to the positive dynamics of the class. Students 
who flourish in social well-being are open and accepting of others. These 
are the students who welcome others to group discussions and projects, 
even those who are rejected by others. Keyes (2010) described that social 
well-being includes social coherence and integration. When someone is 
socially coherent it means they recognize their bond with others in the 
world and attend to relationships. For students who are not well, we could 
see more isolation, showing less coherence and integration with others. In 
addition, the student who is languishing might not strive to belong and 
may not make efforts to contribute to class discussions or small group class 
activities.    
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Psychological Well-being 

To be psychologically well means to have perspective about life and 
living. An individual who is on the flourishing end of the continuum will 
accept themselves, knowing that in time and through experiences they will 
grow personally and professionally. To distinguish a student who is either 
near the flourishing or languishing end of a pole in psychological well-
being you might recognize those who have positive relationships with 
others, including the teacher, are independent and have mastery in the 
environment. In a post-secondary class mastery might be taking 
responsibility for their reading, having it completed, and being able to ask 
critical questions. A person with mastery will not necessarily know the 
answers but will be actively curious and able to say so by asking questions, 
clarifying misunderstandings and can do so in front of others. Those closer 
to the languishing end will likely be embarrassed to ask questions, will not 
want to be wrong, are less likely to follow through on homework or 
readings and will express a desire to be successful but have a sense of 
hopelessness about their ability.    
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Classroom Supports 
Often those teaching in post-secondary who also have a human service 

background have difficulty deciding how strict to be in their role as a 
teacher while also being a support for those who struggle with mental 
health concerns. It is clear, however, that a dual role is inappropriate so 
finding a balance between proper support and referrals, as well as 
boundary and limit setting, is important. When a student informs a teacher 
about a mental health concern it might be helpful but it might not. It is 
helpful when that students knows what they already need and is accessing 
support but is telling the teacher in case there is a need to change 
direction in their program. It is not helpful when the teacher responds by 
lowering expectations and prolonging stressors.  

Teachers may want to think about their classroom as a trauma 
informed environment.  While mental health concerns may not have 
emerged due to a trauma history, it has been shown that a trauma 
informed environment can create a health community (Bloom, 2005). For 
the most part, being trauma informed means that the classroom is safe 
through being consistent and trustworthy as well as transparent. In 
addition, teachers encourage peer support and allow for choice and voice. 
It may be unusual for students to be in a classroom that has this model 
since they have been prepared since childhood to give over to authority 
(Petersen, 1992). Sometimes students do not want choice or voice and it 
can be confusing when they are asked to collaborate. For example, I often 
ask students how they want to proceed with an activity, something like: 
“Would you like to debrief after the entire activity or after each station?” It 
is not unusual for me to receive eye rolls and “Just decide, you’re the 
teacher.”  Once I explain the concept of shared power, they understand 
why I ask for input.  
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Teachers can support those with mental health concerns by potentially 
taking up ideas that have been supported by the Better Futures program 
(Phillips, et al, 2015). While the Better Futures program is designed for 
youth who are or have been in foster care to prepare for post-secondary, 
some of the concepts are helpful for supporting mental health in any class. 
For example, the use of peer mentors, coaching, mutual support, 
information and resource sharing.  

Knowing that all students have some level of anxiety in certain activities, 
it is possible to design them so that students can engage without being 
overwhelmed. For example, role play might be done with a role for those 
with social anxiety to use their phone to record and load to the teaching 
screen (ensuring permission from the role players). The student who is 
anxious might take notes for the class or find a small involvement in the 
role play. Of course, if role play is a part of an expected assignment, this can 
also be modified, for example, having the players complete the task in a 
campus space that is less intimidating.   

Some students will have test anxiety but will not have a diagnosis that 
would allow them to use the accommodation resources. There are several 
anxiety reducing techniques that can be used before and during an exam 
that benefits the entire class. For example, I give out mandalas and pencil 
crayons and remind students that when they are relaxed they are more 
likely to think better. So, when they become anxious due to not recalling 
information, I suggest they begin to colour; this helps them relax and often 
they have an easier time with recall. Slides with calming pictures could be 
playing in the background, without sound. As well, prior to the exam the 
class could begin with a deep breathing exercise.  

In addition, I have created assignments that are directly related to self-
care and researched the effectiveness (Kostouros & Bennett, 2017) and 
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continue to do so. In the aforementioned article, we looked at a particular 
tool known as BreathingRoomTM  (Paccagnan, et al., 2012) which was 
originally developed as a depression resiliency tool for youth ages 13-24 
years old.  Since using that tool, my assignment has morphed into a choice 
of self-care tools and self-care plans, which is also presently being 
researched for the effectiveness of having a self-care curriculum.  

Keyes (2010) also noted the importance of helping others as a protective 
factor for languishing. In a class that I no longer teach I had an assignment 
that was related to random acts of kindness, on which they would report 
each week. They then wrote a paper about this in terms of how it impacted 
their wellness. While some teachers might be asking how any of this 
relates to certain curriculum, my response would be that there are ways to 
make it relevant and to think about the big picture of how, after 
graduation, students enter the field and how they care for others because 
they are able to care for themselves.         

There are many ways for students to engage in wellness outside of the 
classroom, such as staying physically fit, eating well, engaging in yoga or 
meditation and being social. Inside the classroom it is more challenging as 
this is where stressors might increase as teachers talk about challenging 
concepts, have expectations and describe assignments and due dates.  It 
can be helpful after describing an assignment to use the strategy of think-
pair-share, and have the students discuss what they understand about the 
assignment and any concerns they might have and come up with 
questions.  By sharing their understanding and concerns, the potential for 
peers to support them and to demystify the assignment expectations can 
decrease anxiety.  
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Field Readiness 
Our goal as teachers in Child and Youth Care is to support students to 

do well and be well so that they can enter the field ready to support those 
who will rely on them for support. All human service work is difficult, 
including Child and Youth Care, and is better achieved when one is healthy 
and able to cope with the challenges that are inherent in the work. If 
someone is struggling with their wellness before they even enter the field, 
there is a good chance that those who need them will not receive 
appropriate support.     

When we encourage wellness strategies and self-care in the classroom 
we may assist students to begin a wellness routine that will be carried into 
their professional life. In this field we know that wellness is necessary and 
have seen the impact of compassion fatigue. We also know that the 
system we work within can lead to burnout. Wellness is not something 
that should be mentioned in a few classes as important then dropped. Self-
care needs to be taught, as many students may not have been exposed to 
self-care strategies. We know that self-care can impact mental health 
concerns, particularly when stressors from school build. When we add self-
care as an expectation we support all post-secondary students to flourish.    
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Needs-based and Desire-
based Practice in Child and 

Youth Care 
 

Kiaras Gharabaghi 
 
 

he Characteristics of Child and Youth Care Practice (Garfat et al., 
2018) are quite explicit in situating our practice as needs-based. In 
simple terms, we are to gear our practice to be responsive to the 

needs of individual young people and ideally, we determine those needs in 
partnership with the young person. Being responsive to needs is intuitively 
a good idea. When needs are met, other things become possible. Still, the 
framing of the practice as needs-based gives rise to some potential 
tensions. For example, needs refer to things that should be present but are 
not. In other words, they refer to gaps, or deficits, in the way a young 
person’s life at a given moment manifests. This is challenging in a practice 
that aims to be strengths-based and creates at least a language tension 
with respect to the longstanding binary of strengths versus deficits. It also 
can create a logic that isn’t entirely true; we may be tempted to think that 
other things are not possible because specific needs have not been met. 
Perhaps most fundamentally, there is always the question of how we 
situate the concept of needs. Why are some things considered a need? 
Who determines what is needed to live life well? Whose worldview and 
whose lived experiences are impacting this process, even when young 
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people themselves are partnered with practitioners in determining their 
needs? 

Sometimes the construction of needs is quite explicitly political, or at 
the very least convenient, for those in positions of power. For example, in 
schools, young people are told they have needs related to character traits 
and values, such as being respectful, honest, trustworthy, tolerant, and so 
on. Even a mild exploration of what that really means provides clarity that 
this need is a need of the school for students that are compliant with and 
conforming to institutional norms. Why do young people have a need to be 
respectful and honest? Most ‘successful’ and powerful leaders in our 
societies are neither of these things; just think of recent American 
presidents, South African presidents, or well-known corporate leaders at 
Amazon, Facebook or Google. They did not get to what they understand to 
be the ‘good life’ by ensuring that these kinds of needs are met. 

A different way of constructing child and youth care practice is to focus 
on a desire-based approach. Instead of focusing on the needs young 
people identify in partnership with practitioners, we focus on the desires 
they identify for themselves and for their present and future lives as well as 
for the memory or narrative of their life already lived. I am borrowing the 
term ‘desire-based practice’ from Eve Tuck (2009), a Native American 
scholar who coined this term in the context of research approaches in and 
with Indigenous communities. Desire is a much more unruly concept than 
needs, largely because it isn’t constructed on the bases of empirical, 
rational or objective criteria. Instead, desire can include many different 
elements that range from our sexual identities and practices to our 
spiritual orientations, our relationships, our economic Self and our political 
engagement in the society around us. Another characteristic of desire is 
that it is difficult to measure or identify when a desire has been met or 
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achieved. In fact, desire is much more dynamic than need, often shifting its 
orientation and substance with little warning. And yet, all of us are in the 
business of pursuing desire in one way or another, and sometimes we learn 
in the process that we need things to help us pursue our desires more 
effectively or more meaningfully. In that process, needs are generated 
through the pursuit of desire instead of being determined as a foundation 
for rendering desires realistic. At the same time, sometimes we may pursue 
our desires and find out that we don’t really need some of the things we 
thought we would need; the pathways to desire are plentiful and quite 
varied, a journey filled with choices, opportunities, and failures. 

Needs and desires are not mutually exclusive. One might even argue 
that we have a need to pursue our desires, just as much as we desire to 
have our needs met. Therefore, thinking about the framing of our practice 
is not a binary exercise of deciding to go with a needs-based approach over 
a desire-based approach or vice versa. But it is a way of resolving tensions 
in our practice differently, and it offers an opportunity to resolve what is 
sometimes constructed as the binary of individually based, interpersonal 
practice on the one hand, and system-focused and often advocacy-
centered practice on the other hand. This binary is described and discussed 
in Jack Phelan’s article in this journal from last month (August 2021) and 
you can read about it here:  https://cyc-net.org/cyc-online/aug2021.pdf. 
Overall, I take no issue with Jack’s arguments about the importance and 
the value of interpersonal practice, but I disagree with the premise that a 
system and advocacy focus on practice somehow distracts from or renders 
less meaningful or effective interpersonal practice. I think instead that 
when this dynamic is observed (and I too have observed it), it is a function 
of insufficient competence and poor practice rather than some inherent 
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relationship between dialectical movements in what Jack has constructed 
as a binary. 

A desire-based practice allows us to center ways in which young people 
not only view their own developmental pathways and relational 
engagements (which indeed calls for an interpersonal practice), but also 
the society, the communities, and the spiritualities that engulf these 
(which calls for a more system and advocacy-focused practice). In short, to 
the extent that our field has always been interested in some version of 
Bronfenbrenner’s ecological perspectives, a desire-based framework for 
practice simply renders what Bronfenbrenner represented as an only 
partially dynamic system as a fully dynamic system. It essentially mitigates 
the containment elements of Bronfenbrenner’s concentric circles (in which 
sub-systems are literally contained in their entirety by other sub-systems). 

Needs that flow from the pursuit of desires are anchored in fluidity. 
Much like a boat anchored in soft and muddy ground beneath the sea 
cannot be static, desire-based practices call for constant fluidity in our 
engagements with particular young people and young people as a social 
group. A needs-based practice is anchored in the material world as it is. The 
boat is trapped by its connection to rocks and other more static and set 
objects underwater. It must endure whatever comes its way. If the weather 
turns bad, it must endure it. If other boats crowd its space, it must endure 
it. If people invade the boat’s deck, it must endure it. In short, it seems to 
me that needs-based practices have, as their best-case scenario, the effect 
of helping young people endure – which is why resilience as a concept is 
inadequate from a social justice perspective. It is the concept of the status 
quo. Desire-based practices have, even when they fail, at least the effect of 
opening possibilities for living life on one’s own terms and shaping life in 
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community such that needs serve desire rather than desire being limited 
to what we are told our met needs will allow. 
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Teachers or taunters: The 
dilemma of true discipline 

for direct care workers with 
children 

 
Lorraine E. Fox 

 
 

rofessional child/youth care workers, teachers, teacher’s aides, 
mental health workers, recreation leaders, and parents seem to 
find themselves most taxed, frustrated, and challenged when 

confronted with unacceptable behaviour that requires intervention and 
“management”. Behaviour management workshops are among the first to 
fill up at training conferences. Behaviour management problems are 
usually the first to be raised by parents in classes and parenting support 
groups. Direct care providers search for “a bag of tricks” to use in managing 
the behaviour of children in their charge. And there are many tricks, or 
“techniques” as we often call them. These techniques are useful and 
necessary in our work with children and young people, but probably more 
important are the conceptual framework from which we view behaviour, 
and the goals for our interventions with disruptive or “inappropriate” 
behaviours. When we are able to empathically view or understand 
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seemingly troubled behaviour, and when we become clear about the 
purpose of intervention with such behaviour, we can become expert and 
creative in designing and selecting techniques and interventions to 
achieve treatment objectives. Knowing how to think about the purposes of 
behaviour and interventions is as important as knowing what to do. 
Informed thinking and goal setting can result in helpful, effective, and 
nonpunitive interventions. 
 

Distinguishing between discipline and punishment 
The terms discipline, punishment, and consequences are often used in 

discussion, and consequently in practice, as if they were the same things. 
They are not. It is my conviction that an important ingredient in the 
developing knowledge base which forms the base for the profession of 
child care work is the ability to be clear about the distinctions, and then to 
administer each according to deliberate plan and thoughtful intent. The 
literal meaning of the term “to discipline” is to teach. True “disciples” are 
learners! If we intervene with behaviour with any intent other than to 
teach, we are not administering true discipline! According to Webster “to 
punish” means to penalise, to cause pain, loss, or suffering for a 
wrongdoing; to treat in a harsh manner. This literal meaning has often 
been lost or blurred in child care literature, and although I have great 
respect for many of the writers and teachers who engaged in redefinitions, 
I have come to believe that the co-mingling of terms to describe similar 
practices has led to a kind of confusion and blending of motives that often 
causes harm, or at least a lack of benefit, to youngsters who come into 
treatment following long years of “harsh” treatment in other environments. 
Redl (1980) went to great lengths to redefine punishment in positive terms 
in a number of writings, and went so far as to say that – as educators or 
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clinicians, our behaviour toward children deserves the name punishment 
only if it is done with a clearcut goal to help the child. The ambiguity of the 
word “help” used in this context is worrisome to me because I fear that it 
can be seen to give permission for hurtful practices under the guise of 
helping children. Silberman (1970) gives support for this fear by reminding 
us that in the interest of efficiency, discipline has often been defined in 
“simple but rigid terms”, coming to mean the absence of noise and 
movement, and the equating of discipline with obedience and submission. 
Herschel Alt (1960) discussed the intermixing of terms in his work 
on Residential Treatment for the Disturbed Child, stating that “discipline 
took on harsh forms similar to those traditionally employed in 
reformatories and prisons”. This blurring of concepts has been 
acknowledged by Redl, even as he defended use of the term punishment 
in a positive way, when he declared that, “the usage of the term 
punishment, being as loose as it is, we often discuss under the same label 
situations where we demand that a child “make up” for a hurt he has 
inflicted, or a damage he has caused”. One can argue, of course, that 
making reparation can “teach a child a lesson”. I agree, but would argue 
that when dealing with emotionally troubled youngsters we cannot 
assume this unless the act of reparation is framed in a way that is not harsh 
or punitive, since most child care professionals admit that mere 
“punishment” is not effective with troubled youth who have histories of 
being treated in painful or disregarding ways. Krueger (1980) reminds us 
that the very definition of punishment implies that what is important is 
whether the offender experiences discomfort, not whether there is a logical 
connection between the offence and the discomfort – a connection that is 
difficult, if not impossible, for some emotionally damaged children. Krueger 
goes on to support the notion that discipline has been ineffective if a child 
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does not learn more appropriate behaviour and this “learning” is more 
certainly assured by the administration of discipline than of punishment. 

 

Clarifying the goals of intervention 
Once clear about the distinctions between discipline (which we shall 

define as an intervention designed to teach a new behaviour or way of 
thinking) and punishment (which we shall define as interventions 
designed merely to impose penalties or discomfort) we can move more 
easily into a consideration of the purposes or goals for adult intervention 
(sometimes interference) with unacceptable behaviour. 

When we intervene and take something away (points, privileges, 
tokens, etc.) a very common practice in many agencies, or when we 
intervene in a way that is harsh, or that causes physical or emotional pain, 
we are punishing, no matter what we call it. I think a reference to 
the intention to teach is important here. As we mentioned earlier, one 
might argue that we cannot avoid teaching even when administering 
punishment. In a sense it is true that a child learns something from every 
interaction, even if what (s)he learns is that adults can be cruel, that might 
often triumphs over right(s), that they “deserve” to be hurt, etc. Our 
children have “learned” many things about the world that we wish they 
hadn’t learned. It seems to me that one of our primary tasks is to teach 
new lessons. We need to teach lessons about their worth and about the 
reality of fairness and available warmth and caring in the world. Children in 
treatment facilities do not need to learn about the harsh realities of life, but 
about the counter realities. This notion compounds our problem and task 
in thinking about and administering discipline. It forces us to look at each 
intervention from a stance that asks: “What am I teaching this child at this 
moment: What is (s)he learning from my behaviour in response to her/his 
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behaviour? What do I want, or need, to teach this child at this moment? 
What will be helpful in gaining better control over her/his thoughts and 
behaviour?” 

Discipline requires the ability to separate motive from action. We know, 
but sometimes we forget, that all behaviour is purposeful. Even though we 
sometimes claim it in our frustration, nothing is ever done “for no reason at 
all”. Behaviour is tied to a goal; to meeting a need. It often takes 
considerable skill to see and understand the meaning a particular 
behaviour has to a child. It also takes patience and respect for a young 
person's motives. Many times we decide what a child was “up to"; and 
many times I think we are wrong. Learning to discover the motives of 
behaviour is crucial in view of the aims of discipline, since I can’t teach 
another way of meeting a need until I know which need the behaviour was 
directed at meeting. Sometimes it’s as simple as asking. It’s amazing how 
often we don’t bother. Sometimes it’s true that even the child doesn’t 
know exactly what (s)he was wanting or needing. That’s why they need us! 
They need us not to slap penalties on them, but to help them figure out 
what they wanted or needed, and how they can go about getting it 
without being disruptive or destructive. I have never seen a child or young 
person who wanted or needed anything “bad”. I have always been able to 
approve of the need they were trying to meet, if not the method they 
chose to meet the need. I believe that many times kids simply don’t know 
how to get what they want in a way that is acceptable to us and healthy for 
them. They have never learned. With these lessons lacking, their behaviour 
backfires on them. Not only do they not get what they were after, but they 
get a lot they didn’t bargain for. What fertile ground for teaching and 
learning – for discipline. It seems important to keep in mind that if kids in 
treatment centres knew how to meet their needs more “appropriately”, i.e. 
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acceptably, to us, they wouldn’t be there and they wouldn’t need us. But 
they do need us. They need us to provide discipline; to tell them not only 
what to stop, but what to start. In this way, discipline allows us to reaffirm 
while correcting. I can support what you want and need. I cannot support 
your methods, but I can teach you ways to meet your needs that will 
benefit you, the group, and our relationship. This kind of interaction allows 
us to be very clear and firm about expectations for acceptable behaviour 
while allowing the youngster to learn a little about what is causing his/her 
behaviour. We are also able to learn other possibilities for meeting the 
need without disrupting relationships and the individual's well-being. 
Discipline allows us to move into and past the specific behaviour in one 
interaction. Rather than punishing someone for throwing rocks and issuing 
commands that they stop throwing rocks (which will not doubt be ignored 
if there is no new learning), discipline allows us to confront the 
unacceptable behaviour, impose a meaningful, related consequence, work 
with the child on how the behaviour has backfired, and teach a new” 
behaviour. 

 

Consequences 
At this point it seems necessary to give some consideration to the 

notion of “consequences”. According to the dictionary, a consequence is 
“that which naturally follows from a preceding action”. The key word for us, 
in the context of this discussion, is the word “naturally”. How many times 
do the consequences we impose in response to unacceptable behaviour 
have a natural connection to the behaviour? What does a loss of points 
have to do with a clean room? Or a broken window? How does the 
“privilege” of watching television relate to having trouble in gym class? 
How frequently, though, are these kinds of totally unrelated consequences 
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levied against a child with no further work to provide the discipline, the 
teaching, and the learning! The imposition of reasonable, connected 
consequences becomes natural for the skilled child care worker, teacher, or 
parent when the concept of discipline is kept in mind: consequences 
designed with the specific aim of teaching the youngster something 
related to his/her inability, at this point, to behave (and meet needs) in a 
more acceptable manner. Glasser’s (1965) notion of “responsible behaviour” 
in fulfilling needs is very applicable here. It supports the idea of discipline as 
part of “reality therapy” in learning to meet our needs in ways which are 
both successful and respectful. This does not imply that point systems are 
ineffective or that point losses and gains are not a part of good child care 
practice. It does imply, however, that point losses and other deprivations, in 
and of themselves, do not provide discipline. The point or token privilege 
loss is the easy part; the difficult and challenging part, the intervention part, 
is the related teaching consequence which accompanies the loss, the part 
which will change the deprivation into a learning experience. When we 
lose sight of this, we are likely to witness a scene that is all too familiar in 
treatment: a useless, combative, frustrating cycle of point/privilege 
deprivation which often “bankrupts” the child, and exhausts and 
demoralises both the child and the caretaker. A continual focus on the goal 
of intervention, i.e. the teaching of new perspectives and behaviours, will 
prevent what Whittaker (1979) cautions against when referring to discipline 
and punishment as “conspicuously missing” a focus on the teaching of life 
skills. Whittaker reminds us that the therapeutic milieu provides us with a 
rich environment allowing a variety of formats for teaching alternative 
behaviours, and the professionally oriented child care worker will learn to 
develop a broad range of disciplining interventions when focusing on the 
mission to teach, and re-teach, and feeling freed from the burden merely 
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to penalise. Finally, when considering the goals of intervention, we want to 
remember that many, or most times, children do not see the world the way 
we do. Children with damaged egos, or with inadequate or undeveloped 
egos are unable (not unwilling!) to see things as we see them or as we 
would like them to see them. One of our major tasks in treatment, and in 
providing discipline, is to find a way to enable a child with a fragile ego, a 
distorted and damaged sense of self, and a frequently hostile/suspicious 
view of adults and the world, to learn something as a result of our 
interventions and interactions. It’s as if some children's egos are similar to 
damaged eyes: people who need glasses to see the board cannot see the 
board without their glasses. It’s not that they refuse to see the board; it’s 
not that they are unwilling “they are unable! We could threaten, bribe, or 
take away privileges all day, demanding that they read the board without 
their glasses, to no avail. Many children/youth we work with in care have 
similar problems with regard to their perception of the world; they just 
can’t see things as we do, or as they are. How can we provide them with a 
pair of emotional glasses, a different, more accurate way of perceiving 
things? This is no easy task! It’s easier to avoid the challenge and simply 
send a child to her/his room, or keep him/her home from an outing. These 
punitive actions, however, will only serve to reinforce their notions of the 
world. Discipline, instead of punishment, will afford an opportunity to do 
our job, to teach, and not to hurt. Approaching behaviour from this 
perspective allows us to “actively engage” troublesome “acting out” 
behaviour, as opposed to merely suppressing it through punitive sanction 
(Long and Newman, 1980). 
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Discipline as a mutual process 
Discipline is a mutual process and requires an interaction: it requires a 

teacher and a learner; it requires mutual effort; it requires positive 
motivation on the part of adult and child. Discipline is not something that 
can be done to someone. My experience after nearly twenty-five years' of 
workshops and conferences, staff meetings, and on-the-spot exchanges, is 
that attention is usually focused primarily, or entirely, on the child or 
teenager. This seems to me not only unfair, but unhelpful, since the child 
accounts for only one-half of the necessary exchange for discipline to 
occur. I am convinced that both the children's and the staffs needs would 
be better served if we spent as much time and energy examining our own 
motives and behaviours as we do those of the youngsters. We are engaged 
in a field that demands personal energy and investment to be professional! 
Our work meets many of our own needs, as well as those of the children 
and youth we care for. Basic needs are just that – basic. These needs are 
present in all: rich and poor, black, brown, and white, troubled and healthy, 
young and not so young. It seems that a failure to acknowledge this 
accounts for much of the punishment which occurs in lieu of nonpunitive 
discipline. At any moment in time, both children and adults are behaving 
in ways that are designed to meet basic needs, the same needs. Adult 
needs for safety, belonging, love, esteem, etc. are no less powerful or 
commanding than those of the children. Neither are they more powerful. 
Often a problem arises in adult-child interactions because the behaviour of 
the child/youth interferes with or threatens our feelings of safety, our need 
to feel loved, or to feel good about our abilities. For this reason it requires 
extra effort on our part, to keep the needs of the children foremost – 
evidenced by providing discipline rather than punishment – when we are 
feeling like they are behaving “against us”, or our love care for them is not 
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being returned, or we are doubtful about our abilities because they refuse 
to comply with our requests and demands. It is not immature or 
unprofessional to admit our needs; rather, I believe it is unprofessional not 
to admit our needs. If we keep them out of our awareness they will surely 
be expressed in ways that are harmful to those in our care; consequently 
we will be unsatisfied. We must learn to acknowledge and address our 
feelings in order to avoid blaming and punishing the kids for not meeting 
our needs. We can develop our competence so that we can recognise the 
feelings that arise from having our own needs threatened, and prevent 
these feelings from interfering with the administration of respectful 
discipline. 

Much of the behaviour we are called upon to witness and attempt to 
correct is repugnant to us, and is often an affront to our own values. Names 
we are called would not have been tolerated by the adults in our lives. 
Many of the behaviours we see every day were never acknowledged in our 
families, schools, or churches. We can acknowledge that if “our” kids acted 
the way our parents, teachers and ministers told us kids were supposed to 
act, they wouldn’t need treatment and they wouldn’t be in our facilities. 
But at the same time our insides still get outraged when they do what they 
do! This is important to think about because it colours our interactions and 
interventions and often tempts us to want to hurt (punish) rather than help 
(discipline). Our feelings and repulsion tempt us to believe that kids are 
doing things to us, rather than to meet their needs in the only way they 
know. Our language often conveys these beliefs. For instance, we ask, “Did 
the kids give you a bad time?” as opposed to “Did the kids have a bad 
night?” How often do we refer to the kids as “making our lives miserable”, 
or “not co-operating with us”, clouding the fact that for the most part our 
lives are not an CYC-Online ISSUE for them. They are trying to deal with 
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their own lives. They act miserably because they are miserable, not because 
they want to do something to us. 

The entire disciplinary situation is thus complicated by our own feelings 
and needs; our feelings, based on our own rearing, about the way children 
“should” behave and respond to adults, the way we were taught to 
respond. Most adults do not take well to having their rules broken, or their 
“structure” not followed. We were taught that adults were to be respected 
and obeyed. Children in treatment neither respect or obey; if they could, 
they would not need treatment. How often though do we arrive for work 
with well laid plans for pleasant events only to have them shattered by a 
fight, a broken window, a refusal to participate. Our emotional responses 
are (more often than not, regardless of our education or experience) to be 
agitated and unhappy with the offending youngster(s) and to feel 
personally upset and defied. Then we try to plan, to treat, to avoid the urge 
to punish (to do to someone else’s day what they have done to ours), and 
to provide an opportunity to learn a better way of handing things We stand 
there feeling like the altruistic, caring, nurturing, teaching caretaker and 
like a ticked-off adult who is angry, insulted, hurt and frustrated. The part of 
all adults that expects compliance, that gets caught up in status, that hates 
being defied and called names, makes it very hard to discipline. To move 
past this requires work – child care work. 

Also it seems worthwhile to consider that child care workers usually do 
not have mainstream social ambitions. We do not work for money or for 
prestige. Male child care workers are often asked when they will get “real 
jobs”. Females wait for the professional recognition “not just credit for 
fulfilling motherly instincts. When off duty, child care workers are not 
known for faithfully following societal “rules”. It has always been interesting 
to me to observe the contrast between child care workers' values at and 
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away from work. Off duty we follow our own heads and hearts: we speed if 
we’re late for work; we date according to our hearts and not for the 
approval of our parents or society; we resist war and drafts; we eschew 
material values. But once at work we become the paragons of rule 
enforcement, watching for infractions, punishing deviations from our 
expectations no matter how energised the reasons from the child. 
Trieschman, Whittaker and Brendtro (1969) caution us in their classic 
work The Other 23 Hours, of the need to check our own anti-social 
impulses by exercising excessive control over impulsive children, which 
may sometimes be a reaction formation which hampers the goals of 
treatment. This is said in the context of recognition that “control and 
management of disturbed children is a large and important part of the 
duties of child care workers” so we can see that it is not a caution against 
managing behaviour, but against allowing our personal agendas to 
interfere with appropriate discipline. An additional area for consideration 
while contemplating the mutuality of the process is a review of our own 
catalogue of personal childhood experiences, from which we draw when 
dealing with children, that includes a host of “interventions” (most of us 
called these interferences with behaviour from adults by other names) that 
were not particularly designed to provide true discipline. Many of our 
parents were at least honest and openly announced that we were “going 
to be punished”. Now that roles are reversed, and we are the interveners 
(interferers), we are often tempted to fall back on familiar patterns of 
intervention, even though we rarely consciously admit to the world or 
ourselves that we were out to punish children. What often seems to 
happen, based on a combination of our own childhood experiences, or 
unmet needs, and a lack of clarity about the nature of discipline, is that we 
say “discipline”, but practice “punishment”. This may take the form of 
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ignoring, or simply reacting. It is a helpful exercise sometimes to recall 
some “consequences” we received that felt very unfair, or even “mean”, and 
to use this review not to revile those adults from our childhood who 
imposed them, for they did not claim to be professional, but to learn from 
them and to use the learning to enlighten our work with our youngsters. 
Consistency is a big word in child care circles and it should be. Consistency 
applies not only to expectations and structure, but to the need for 
consensus among caretaking adults about the motives and aims for 
managing behaviour. This requires a great deal more effort than making 
sure dinner is served promptly and that the homework hour is kept. It 
requires that we talk to each other about each other, and about ourselves, 
as well as about the kids. It requires that we work to overcome our human 
inclinations and that we become willing to challenge each other on 
punitive responses and interactions. It requires that we develop our own 
self-awareness, and that we become willing to use this awareness to 
change things about ourselves, as well as to focus on the changes we 
desire for the youngsters in our care. In addition to confronting unwanted 
behaviour, we need to learn to confront unwanted motives in ourselves. 

These tasks are difficult, but not unpleasant. Discipline is always more 
positive than punishment. It feels better not only to the child, but to us. The 
mutuality gives a child an ally in his/her struggle to feel better and act 
better, not just a taskmaster. Learning feels good. Having someone take 
the time to teach you something helps you feel cared about. Being able to 
teach feels good too. 
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Thinking and the application of techniques: A search for a 
therapeutic balance 

The nature of, and need for, discipline requires that we develop a 
deeper understanding of the interface between expectations and 
therapeutic intervention when expectations are not met, rather than 
defining our role only as that of setting limits and clarifying expectations. It 
requires that we learn to treat children and adolescents as full human 
beings, due all of the respect that we afford each other and expect for 
ourselves. It means that we sit down and talk things over, learn to see 
things from their point of view, get in touch with the needs they are trying 
to meet with their behaviour – however bizarre or unacceptable – and lend 
ourselves to them as allies for change. We are agents of change, and that is 
the focus of our behaviour management interventions. We are not mere 
custodians of the structure or resources for keeping order or control. 
Discipline asks us to be sure we can explain the reason for the rule, not just 
to enforce the rule. It asks us to give up some of our pet phrases, such as 
“because I said so”, or “because I’m on duty”, or “because that’s the way it is 
here”. We give these up because they do not teach. While the search for 
effective “techniques” is on-going, and always in order, so is the need to 
remember that controlling techniques are by no means a final solution 
(Krueger, 1980), and to keep in mind that reliance on “handed down” 
techniques alone can actually serve to reduce your power and 
effectiveness in a given situation, if not combined with an individualised, 
practical consequence to provide the learning. Krueger reminds us that 
even “selecting proper intervention techniques requires a great deal of 
preparation, communication and thought”. No child care professional can 
be considered competent in his/her job without a wide array of planful, 
respectful, effective techniques to be utilized in the management of 
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difficult or destructive behaviour. At the same time, we need to be wary of 
employing a technique we learned in a workshop or saw demonstrated by 
another worker without careful consideration of its usefulness in a 
particular situation, with a particular child, to reach a particular goal. it is 
not as important to know what I would do in a given situation as it is to 
begin to instinctively evaluate each situation; to become dear with regard 
to the specific goals of an intervention; to design or implement an 
interventive technique that will be suitable for the child and the incident, 
and that will produce results which favour the well-being of the individual 
youngster, the group, and adult(s) in charge. This approach will use our 
creativity and ingenuity, will maximise the potential for effective use of 
proven techniques, and will lead to results that enhance our relationships 
with children/youth in our care and increase our own sense of competence. 

 

Discipline as an ingredient in the process of change 
Although learning has intrinsic rewards, giving up familiar and 

comfortable behaviours and replacing them with new ones represents a 
major change, and children, like most of us, are likely to resist efforts to 
change. It is important to understand discipline in this context so that we 
do not become discouraged or disheartened or tempted to refer to old 
ways of intervening when our new approach doesn’t yield immediate 
results. Change, if it is to last, most often occurs gradually, step by step, and 
will often be barely perceptible. For this reason, we must be committed to 
the “rightness” of the process and goal, and thus be willing to persist when 
the learning is as slow as learning often is. It is helpful to keep in mind how 
long the old behaviours have been in place and how they were learned 
during long years in unhealthy/disturbed environments before coming to 
us. Krueger (1980) reminds us that we need to care enough to show our 
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children and young people that they have the potential to change. He goes 
on to remind us that “we seek to create an environment where all the 
participants – children and staff - are interdependent; care about one 
another and are willing to challenge, support and aid each other in the 
process of growth and change”. Change is also the desired outcome of 
punishment, as Red (1980) reminds us that “the use of punishment implies 
an attempt to produce an experience for the child which is unpleasant 
“based on the assumption that sometimes the affliction of an unpleasant 
experience may mobilize “something” in a child which, without such a 
“boost from without”, would not have occurred”. The prompting for a 
change in behaviour, sought by the imposition of either discipline or 
punishment, will most often be considered as unpleasant by the child. The 
ingredient that distinguishes between discipline and punishment will 
be the motive of the adult who structures the consequence. 
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Discipline in action: Some requirements and characteristics 
Discipline takes more time, and requires more work than punishment. 

Discipline requires that we do a lot of thinking before and during the 
intervention, and asks that we design, not merely administer, an 
intervention that will teach the young person something about the 
situation, or about him/herself, and that it will enable the individual to 
handle it better next time. We must consider who are behaving in the 
unacceptable way, what we know about their history and makeup that 
helps us understand why they are meeting their needs in an inappropriate 
way, and how we can provide an intervention and consequence which will 
facilitate effective learning. Discipline, as a practice concept, is often 
avoided in favour of more punitive interventions simply because of the 
demands on staff time and energy. It’s easier to have charts on the wall, 
spelling out consequences for all manner of misbehaviour, to take things 
away, to send someone to his/her room to “think”, than to take the time to 
evaluate each incident of unacceptable behaviour, to use our knowledge of 
the child and of individual and group dynamics to understand the reason 
for the behaviour and to devise a consequence geared for the needs of the 
individual youngster. 

Discipline requires a focus on the individual. Similar behaviour does not 
spring, necessarily; from similar or predictable motivation. Each child must 
be considered in terms of his/her background, present coping skills, 
treatment needs, and abilities for learning. Six children may run away 
together, but each will run for his/her own, individual reasons. Punishment 
may, but discipline will not allow all six to be given the same consequence, 
because the necessary learning will be different for each. Who left because 
they have trouble controlling their impulses? Who left because they 
couldn’t say “no” to others in the group? Who left because in the past it has 
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been safer to leave than to stay? Each has something to learn; each has a 
different capacity to learn; each deserves the respect to be seen and 
treated as a unique person with unique needs. Each deserves discipline. 

Discipline cannot be forced. Punishment can be forced, but we cannot 
force anybody to learn. It thus becomes our task to provide the 
opportunity, to structure a learning situation, to give it our best shot. It 
becomes our task to give the learning the time. 

Discipline enhances a child's self-image. Punishment damages a sense 
of self-worth. I don’t believe that it is true that children enjoy misbehaving 
and falling out of favour with the important adults in their lives. I believe, 
instead, that “acting up” is all some children know. It feels comfortable, it 
makes them feel like themselves, it reinforcess their negative self-images. I 
have never seen any evidence that it makes them feel good. Learning new 
ways to behave and handle emotions and difficult situations, learning more 
about themselves, learning that someone cares enough to struggle with 
them to help them change; this, I believe, feels good. Discipline allows the 
development of personal competence, and the sustaining of positive 
relationships with important adults, building a sense of worth and value. 
Isn’t this our commitment? 

Discipline is hampered by previous life experiences. Kids who come into 
placement are, for the most part, undisciplined. They have been punished a 
lot; they have been ignored. Neither punishment or uninvolvement teaches 
responsible behaviour. A lifetime of being ignored or punished does not 
make it easy to receive discipline. Children tempt us to do what would be 
easier for us anyway, to ignore them, or punish them. It is a challenge for us 
not to respond in the way they seem to be asking and which makes them 
feel comfortable. Abused kids elicit abuse; they act as if they would rather 
be made to suffer, to be called names, to be yelled at or hit. They would 
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rather be sent to their rooms (ignored) than to be disciplined. Most don’t 
feel they are worth discipline! They don’t understand our willingness to 
invest the time and effort. This willingness and investment, I believe, is at 
the heart of treatment! This is hard to keep “up front” in our minds when 
they get up in our face and beg us to punish them; when they wreck our 
nights and ruin our days. 

Discipline is hard just because we’re human. Sometimes we have bad 
days. Sometimes we envy them the treatment they are getting at our 
hands because we’d like to have some for ourselves. Sometimes we’re just 
plain tired and irritated. These times call on all of our reserves, and all of our 
personal and professional commitment. We are here to treat them better 
than they were treated before we met them; to treat them better than we 
were/are treated; and to treat them better than we’d sometimes like to 
treat them. 

Discipline, like love, requires patience and kindness. Punishment can be 
swift and impulsive. Who hasn't, in a flash of anger and frustration, been 
tempted to take away someone’s bathroom privileges, to ground them for 
two years, to send them to their rooms until they “grow up”? The 
commitment to provide discipline in these moments is much like the 
commitment to love the unlovable. It takes patience to explain and relate a 
consequence, to be sure that the behaviour enables us to provide a clear 
explanation for intervention, and to construct a consequence that changes, 
rather than confirms, a negative view of the world. 

Discipline can be proactive as well as reactive. In fact, it is possible on 
many occasions to recognise that corrective discipline is necessary 
because of a failure to provide preventive teaching interventions. Selfishly, 
it is far more useful, less exhausting, and more pleasant to spend time with 
youngsters preventing misbehaviour than anxiously awaiting its 
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occurrence and having to react to it when everyone involved is in an 
emotional state that decreases the chances of effective teaching and 
learning taking place. Too often we seem to wait for something awful to 
happen and then spend countless hours in meetings, consultations and 
ruminations deciding what to do in response. The beauty of the discipline 
framework is that it reminds us that, unlike punishment, which is only 
reactive, discipline/teaching can be done at any time. We can talk in 
advance about how to keep windows from being broken when Frank loses 
his temper; how we can handle feelings and challenges other than by 
running away, how to direct aggression into acceptable activities, etc. We 
can provide discipline in advance of disruptive behaviour. We can use that 
well developed ability to pick up on the warning signs, the “vibes” which 
signal the potential for something getting out of hand. We can teach as 
prevention and save all of us the bad feeling which results from “acting 
out” behaviour. This focus on prevention may, in many cases, cause us to 
re-evaluate our reward systems for direct care staff. it is unfortunate that so 
many strokes are given to child care workers who are good at “handing” 
difficult situations. To reinforce a focus on discipline, we should commend 
the child care worker who provides such good discipline that there is very 
little to handle. We also need to reward creative and constructive 
consequences, even if they appear “soft” in a context where punishment 
seems called for. In considering the difficult task of maintaining discipline 
in classroom settings, Silberman (1970) reminds of the difficulty arising 
when teachers become obsessed with silence and lack of movement in 
environments where this becomes the chief means by which their 
competence is judged, since this atmosphere hampers real learning. He 
reminds us that a group cannot achieve enough maturity to keep itself 
under control if its members never have an opportunity to exercise control. 
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Rewards need to be given to workers who do not “control” the group, but 
who struggle with the group and its members to learn self-control, with 
the understanding that while learning anything, the practice cannot be 
compared to the desired proficiency. Learning to type means a lot of 
misspelled words at first. And learning new behaviours requires tolerance 
for the approximations which will eventually lead to the desired 
performance. 

 

Conclusion 
Discipline is one of our primary tasks as caretakers of children. It is also 

one of our greatest challenges. It can be, when done as a way of life with 
those in our care, one of our greatest rewards. Discipline gives kids what 
they come to us to get; it is easier on us than any amount of punishing; it 
works and it feels terrific. Watching young people change their feelings 
about themselves “recognising their own value and worth “is a thrill that 
never leaves a worker who has toiled with and on behalf of this young one. 
Recognising that disciplinary interactions, teaching kids that they deserve 
our time, our thought, our planning, our creativity; teaching them that love 
and respect can be found in this world as evidenced by the love and 
respect we can share with them; teaching them that they can learn to 
meet their needs in a way that enhances their own feelings about 
themselves as well as the feelings toward them of others around them; 
sharing the joy and confidence that comes from learning “these rewards 
will energise us and give us the motivational push to keep on for another 
hour, another day, another year. 

Direct care workers tow a difficult line, searching for a blend of structure 
and freedom which allows children and young people the right to learn 
from their own mistakes, but which still lends them the protection of our 
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experience as a buffer against unnecessary disasters. There will be times 
when the consequences we mete out will seem unreasonable to the child. 
At times like this, we need to examine ourselves to make sure they are 
indeed reasonable, and necessary, even if not understood. Anyone who has 
witnessed a two-year-old running out into traffic, convinced that all cars 
will stop while s(he) retrieves her/his ball, has experienced a moment when 
preventive discipline was the order of the day, whether the process was 
able to be mutual or not. There are other dangerous situations, which call 
upon our best skills in attempting to provide preventive discipline; most of 
us are not willing to allow teenagers to learn from the mistake of cutting 
their wrists, or taking a dangerous drug. It requires careful thought and lots 
of discussion between adults, to determine which situations we should 
step into and which we should allow to play out so that learning can occur 
from natural consequences. We need also to recognise that there are times 
when kids are not available for discipline: when they’re on drugs or alcohol; 
when they are blinded by rage; when they are out of touch with reality. 
Most often, these times will pass and the opportunity for discipline (as 
contrasted with control) will present itself and we will then buy up these 
moments after the storm, to try to teach another way of handing stress or 
peer pressure, remembering that the goal of discipline is self-control, self-
discipline. It is when we see a child or teenager learn a better way to handle 
his/her feelings and impulses that we are paid for our work, not when we 
pick up our cheques. 
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Postcard from Leon Fulcher 
 

From New Zealand in full lockdown fighting the Covid Delta Variant 
September 2021 

 
 

ia Ora 
Kotou 
Katoa and 

Warm Greetings to 
you all!  Here we 
are, the start of the 
Northern 
Hemisphere school 
year and the move 
from Summer into 
Autumnal gear.  
Here in New 
Zealand, we are 
feeling the last of a Winter cold snap before the start of Spring.  And yet 
world-wide, a pandemic unites us, all asked to practice safe distancing, 
wear masks and get vaccinated!  Whew! 

With four hours’ notice, New Zealand re-entered Covid-19 Lockdown at 
Stage 4 meaning stay at home, isolate, limit contact -  with essential 
services remaining open, like supermarkets, pharmacies, petrol stations 
and local dairies (as with  7-11 stores found in the US and Canada). 

 

K 

 
With 4 hours’ notice, New Zealand returned to 

Lockdown 4 with Covid Delta Variant 



 
 

September 2021 
ISSN 1605-7406 

71 
 

With 30 minutes 
notice we set off on our 
drive home from 
Auckland to Lake 
Waikaremoana in 
stormy weather.  That 
required a longer drive 
around the Urewera and 
not through State 
Highway 38 with 159 km 
of unsealed road.  
Driving the long way 
around, we got home 1 
minute early! 

Along with other 
New Zealanders, we are 
pleased with the 
leadership shown by our 
Prime Minister Jacinda 
Ardern and her 
Ministerial team during 
these uncertain times.  
Even the Taliban 
leadership 
acknowledged the humanitarian aid given by our Prime Minister. We 
applaud her determination to move quickly towards sustaining our 
elimination strategy which has seen New Zealanders carrying on life for the 
past 6 months pretty much as normal, with concerts, sporting events and 

 
After a long drive home to Tuai in stormy 

weather, we entered Lockdown at 2359 hrs 

 
New Zealand Prime Minister Jacinda Ardern has 

many supporters of her leadership 
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free movement around 
the country.  Now we 
may be the only 
country pursuing 
elimination! 

Vaccination remains 
a key strategy at the 
point that elimination 
is unsustainable as the 
borders and economy 
open up to a new 
pandemic world.  New 
Zealand moved early with the Pfizer vaccine and negotiated for quantities 
that have now also supplied the Cook Islands.  The vaccination stations are 
reporting heavy traffic for injections throughout the country. 

During Lockdown 4, only essential services are open and carefully 
monitored.  There are 
no restaurants, pubs, 
sporting events or 
holiday facilities.  City 
streets throughout the 
country are mostly 
vacant.  Anyone leaving 
home can only do so 
for essential needs 
within your own local 
community. Some 
community activists - 

 
NZ Director-General of Health Ashley Bloomfield 

receives his Pfizer vaccination 

 
Only supermarkets, petrol stations, pharmacies 

and corner shops remain open 
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supported by the 
police - have erected 
road blocks into largely 
Maori communities, 
limiting access to 
beach houses and 
boats in holiday areas. 

Early child care 
services were 
immediately restricted. 
Primary and secondary 
schools moved almost 
seamlessly into virtual learning environments last established six months 
ago with children and young people at home. While New Zealand streets 
are mostly silenced, there is much to think about as families find different 
ways of struggling with 
or managing closer 
family relations during 
times that include loss 
of employment, sub-
standard housing, and 
reliance on food banks. 

Then add risks 
associated with drug 
abuse or excessive use 
of alcohol with 
behaviours presented 
alongside domestic 

 
Almost immediately, and around the country, 

New Zealand streets went quiet 

 
The numbers of Covid-19 testing have 
skyrocketed throughout the country 
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violence in our local communities. Support for children and young people 
now using laptops and tablets to attend school is rarely sufficient to ensure 
good internet connections in rural areas of lockdown. 

What kind of 
lockdowns have you 
experienced? Were 
there some people you 
know of who - upon 
hearing the news - 
packed up their SUV, 
hooked up the boat 
and headed for the 
beach house to ‘ride 
out’ the lockdown?  I 
am pleased to see that 
child and youth care 
workers are beginning to share their stories about what relational child and 
youth care practice has looked like during this World Pandemic?  In what 
ways might the new Delta Variant be a game-changer? 

  
 

 
 
 
  
 

 
Roadblocks prevented access to beach houses, 

boats and fishing – Stay at Home! 
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