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Foreword 



IamdelightedtowritetheForewordtothis15-chapterbook,Preparing Early Childhood Teachers for 
Managing Emergencies, onanimportantissueineducation,particularlyattheearlystageofachild’s
education.Mydelightinwritingtheforewordisinformedbytwoimportantfactors.First,thisisthefirst
bookthattreatstheimportantaspectofemergencywhichoccursnaturallybutwhichteachersarenot
preparedtomanagebecausenobodywantsit.Second,thenatureofpre-primaryandprimaryeducation
predisposesteachers,schooladministratorsandotherstakeholderstoanticipateandbereadytomanage
emergencieswhentheyoccurbutthereisnothinginformofabooklikethistohelpthem.Thecoming
onboardofthisbookhasnowmetabigneed.Allstakeholdersinthebusinessofeducationnowhave
somethingconcreteandinformativetorefertohelpthemanticipate,apprehend,andpositivelyreferto
emergencieswhentheyoccurintheschool.

I,therefore,commendtheinitiativesoftheauthorsofthefifteenchaptersandtheeditorsofthebook
fortheiringenuity,painstakingeffortsandthesacrificesmadetoputthebooktogether.Irecommend
thebooktoallloversofeducation,particularlyattheelementarylevelofeducation.

C. O. O. Kolawole
University of Ibadan, Nigeria
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OVERVIEW

Earlychildhooddevelopment(ECD)isadynamicvehicletoachievingnotlessthansevenoutofthe
seventeensustainabledevelopment,goalsnamelypoverty(Goal1),hunger(Goal2),health(includ-
ingchildmortality)(Goal3),education(Goal4),gender(Goal5),waterandsanitation(Goal6),and
inequality(Goal10)(YoungLifePolicyBrief,2016).Hence,criticalattentionistobegiventoECD
globally.ItsinclusioninSDG4preciselyistoensurelifelonglearningthroughearlystimulationthat
willincreasedurationofschooling,schoolperformanceandbetteradulthood(EarlyChildhoodPeace
Consortium,2020).Theachievementofallthegoalsisunderthreatwhereandwhenthereareunexpected
circumstancesaroundthechildthatmayhampertheproperdevelopmentandwell-being.Thisisbecause
theexperienceschildrenareexposedtointhefirsteightyearsoflifeleaveineffaceablemarktothelife
ofthechildandmayresultinadversechildhoodexperiences(ACEs)inthelivesofsuchachild.Day
indayout,childrenallaroundtheworldarefacedwithoneemergencyortheotherthatareinimicalto
theirsurvivalandthrivinginallareasofdevelopmentandmostespecially,educationaldevelopment.

Theemergenciesmaybenaturalorman-madesuchasdisasterofvariouskinds– fireoutbreak,
storms,landslides,accidents,illness,conflicts,terrorism,wars,andpandemiclikeCoronavirusdiseases
of2019(COVID-19)thatturnedthewholeworldupsidedownandstandstillallactivitiesincluding
educationalactivitiesforchildrenformonths.Inanyemergencies,childrenarenotspared,theyareeven
themostvulnerableastheymayloseparents,homes,loseaccesstohealthcare,food,sheltersandother
needs.TheymaylosetheirsafetyandroutineasthecaseinthisCOVID-19pandemicwheretheywere
notfreetomovearound,ortoplaywithotherchildren.Schoolswereshutformonthswithnospecific
educationaldirectionespeciallyintheAfricansettingandifchildrendonothaveaccesstoeducation,
thereistheriskoflosingtheirfuture(UNICEF,2020).Emergencies,ifnotproperlymanagedmaybreed
anxiety,depression,cognitivedissonance,violenceandothernegativedevelopmentinchildrenthereby
haltingsustainabilityindiverseforms.However,ifchildrenarehelpedindifferentwaysonmanagingand
maneuveringthroughemergencies,theywoulddevelopresilienceforlifeandthesocietywouldbebetter
off.Inthelightofthis,educationinemergenciesisatrendingconceptwhichneedstobegivenattention.

Itisthereforeofimportancethatteachersofearlychildhoodbewell-equippedtowardshandlingany
formofemergencycaseortimeinordertohelpthechildren.LessonsfromtheCOVID-19pandemic
showedgrossunpreparednessofteachers,especiallyinthedevelopingcountries,tofacethechallengesof
COVID-19tomeettheeducationalneedsofthechildrenatthetime.Itisthereforeimperativetogather
experiencesfromaroundtheworldfromteachers,researchers,academia,practitioners,psychologists
andotheralliedspecialistsonthevariousapproachesthatmaybeemployedbyteacherstotackleany
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emergenciesthatchildrenmightexperienceinlife.Thechaptersinthisbookaddressedvariousformsof
emergenciesaroundthechild,theimpactthattheymayhaveonthegrowthanddevelopmentofchildren,
variousapproachesthatteachersmayemploytosalvagethesituationinthebestinterestofthechildto
enhancepropereducationaldevelopment.

SIGNIFICANCE OF THE BOOK

Thetopicofthiswork,Preparing Early Childhood Teachers for Managing Emergencies,issignificant
intheworldtodayasdifferentemergenciesareexperiencedondailybasisallaroundtheglobe.Different
disastersarereportedeverywhererangingfromnaturaldisastersorchestratedbyclimatechangetohu-
manorchestrateddisasterssuchasconflictseitherinthehomeorcommunityaswellaspublic–health
disasterasthecaseofCOVID-19.Thereisbarelynocountrythatisabsolutelyfreeofanyemergencies
withthegraveeffectsbeingbornebychildrenaswellaswomeneverywhereithappens.Apartfromthe
psychologicalandphysiologicalneedsbeingaffected,educationalneedisnotleftoutasthecasewith
COVID-19thatledtoschoolclosureforsomemonths.Also,someotherhealthemergenciesdooccurin
schools/classroomsthatmayleaveindeliblemarksinthelifeofchildrenifnotcontrolled.Alltheseare
whatteachers/caregiversforchildreninourearlychildhoodcentersshouldbeawareofandbeequipped
withnecessaryphysicalorpsychologicalapparatusestoapproachwhicheverformofemergenciesexperi-
enceinschoolsorcentres.Inessence,thisworkbasicallyfitseducationarenasothateverychildmaybe
helpedtothriveandreachtheirpotentialwithoutanyriskorhazardsandbysodoing,itmaybepossible
toachieveSustainableDevelopmentGoal4,whereeverychildhasopportunitytoactivelyparticipatein
earlychildhoodprogrammebythetargetyear2030andbeyond.Thebookwillnotonlyservetheschool
andteachersonly,researchersalsowouldbeabletoextendresearchactivitiesinvariousareasthatwould
helptotackleemergencysituationsineducationthathavenotbeencoveredbythisbook.

TARGET AUDIENCE

Thetargetaudienceforthisbookisalleducationalstakeholderswhoaretoensurethattheschoolenvi-
ronmentwherechildrenspendthemostpartoftheirwakinghoursissuitableforthetotaldevelopment
ofthechildren.Itistobeemphasizedthatschoolsystemisnotonlytoconcernherselfwiththecogni-
tivedevelopmentofthechildalonebutalsotheholisticdevelopment.Besides,childdevelopmentis
notfragmentedratheritisinterconnected.Thesocialdomainofthechildisconnectedtothecognitive,
emotionalaswellasphysicaldomainsandviceversa.Anyhitchatanyaspectofdevelopmentislikely
tohaveeitherproximalordistalinfluenceonthechild.So,iftherearesituationsofrisksorhazards
aroundthechild,ittendstoaffecteveryaspectofdevelopment.Forinstance,apanicsituationcould
makeachildtobestressedeitherimmediatelyorsometimeslateraftertheincident.CentersforDiseases
Control(2020)statedthatdisasterordestructionofanykind,home,school,familyorotherwisecancre-
ateagreatamountofstressandanxietyinchildren.Hence,theteacherandschooladministratorshaving
fullunderstandingofstepstobetakinginthecourseofanyemergenciesisimperativefortheholistic
developmentofchildren.Since,earlychildhooddevelopmentisinter-sectoral,otherlineministrieswould
seetheneedforsynergyinsafeguardingthechild.
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Thisbookcontainedfifteenchapters.Eachchapterwitheithersingleormultipleauthorshasfocused
ondifferentperspectivesofemergenciesthatarehappeningormayhappenaroundagrowingchildwhich
needstobeattendedtobythesignificantadult,especiallytheteacherwhoisthein loco parentisforthe
childwithintheseventoninehoursthatthechildspendinschooloutsidethehome.Everychapteris
uniquefocusingononespecificsubjectmatter;however,theycanstillbegroupedunderthefollowing
classifications:Emergenciesinschoolandschoolpreparedness(Chapters1–3),teachers’effectiveness
inemergencysituations(Chapter4-11),technologyandemergenciesineducation(Chapter12),medical
emergenciesinECEcenters(Chapters13–14),languageinemergencysituations(Chapter15).

Descriptionofeachchapterisasfollows:

Chapter 1: Analysis of Emergencies in School System – How Teachers 
and Schools Need to Respond: Nigeria and Israel Perspectives

Emergenciesmaybeinevitableinlifeandtheoccurrencecanbeanywhereincludingtheschool.Since
schoolismoreorlessthesecondhomeforpupils/childrenattendingandthelargerpercentageoftheir
wakinghoursarespentinschool,itthereforeexpedienttoexaminevariousemergenciesthatmayor
dooccurinschoolandtheapproachteachersmayadopttomanagetheoccasionssothatthechildren
wouldnotbebadlyaffected.Inthelightofthis,thischapterfocusedonpossiblelandmarksaroundthe
schoolsintwodifferentcountries(adevelopedanddevelopingcountry)assomelandmarksifsituated
closetoschoolsmayposehazardstochildren.Forinstance,ifschoolsaresituatedclosetomajorroads,
thatmayposehazardstochildrenwhilegoingtoschoolorcrossingtheroads.Withtheexaminationof
landmarks,casesofemergenciesexperiencedinschoolsandapproachedtomanagingtheemergencies
wereexamined.Basedonthefindings,recommendationswereprofferedtoteachersandschoolpracti-
tionersonwaystomakeschoolsafeforchildren.

Chapter 2: Phenomenology of Covid-19 and School Preparedness 
for Emergency Management in Osun State, Nigeria

Inthischapter,theauthorempiricallyexaminedthelevelofschoolpreparednessforemergencyman-
agementinastateinNigeria,thedimensionofschoolpreparednessforemergencymanagementbased
onschoolownershipandidentifiedthechallengesmilitatingagainsttheeffectiveemergencymanage-
ment.Thestudydiscoveredthattherewastherewasaslightlybetterlevelofemergencypreparedness
inpublicprimary schools as against private.However, commonchallengesof inadequate facilities,
limitedfinancialresources,andnoemergencymanagementplanmilitatedagainsteffectiveemergency
management.Itwasthereforesuggestedthatproactivepolicyframeworksandfullimplementationof
emergencymanagementbeputinplacebyeducationpolicymakersatalllevels.

Chapter 3: Teaching Large Classes of Primary School Children 
During Health Emergency in Ondo State, Nigeria

Classsizeisgermanetoestablishingproperdevelopmentofchildren.Itdoesnotonlyaffectthecogni-
tiveaspectoflearnersasstudieshavepointedoutbutalsohasconnectionwiththesafetyandwell-being
oflearners.So,classsizeshouldbewithinthecapacityofteacherstomanageinordertogivelearners
supportiveenvironmentandmoreimportantlyduringthisglobalpandemicofcoronavirustocurbthe
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spreadofthevirus.Therefore,theauthorsofthischapterinvestigatedteachers’competenciesinhan-
dlinglargeclassesofNigerianprimaryschoolchildreninapost-COVID-19era.Theauthorsexamined
strategiesforhandlinglargeclassandprovidedusefulsuggestions.

Chapter 4: Teacher Effectiveness in Managing Emergency Situations

Theauthoremphasizedtheimportanceofteachersindeterminingthequalityofanyeducationalsystem
andmoreimportantlyinupholdinghigh-qualitystandardsattheearlychildhoodleveltomeasureupto
globalexpectations.Theauthorexplainededucationinemergencyandpointedoutthejustificationfor
educationinemergency.Theplaceofaneffectiveteacherinsuchemergencysituationisclearlyexplained.

Chapter 5: Qualities of Teachers in the Emergency Times – A Brief 
Overview of the Coronavirus Pandemic and Its Impact on Education

Theauthorsdiscussedtheimpactofteachers’qualityoneducationduringemergencytimes.Itisnoted
thatduringtimeofemergencyinNigeria,therewasaglaringdisparitybetweenteachers’low-income
schoolsandteachersofhigh-incomeschoolsinthedeliveryofeducationalservices.Inconclusionthe
authorsadvocatedforunflinchingcommitmenttoeducationinemergencytimesbyeverystakeholder.

Chapter 6: Advancing Core Competencies Among Early 
Childhood Educators/Caregivers – Towards ECE Teachers/
Caregivers’ Effective Practices in the Post-COVID-19 Era

Authorsofthischapterstressedtheneedfordevelopingteachers’skillsandcompetencestobeableto
manageemergenciesinschoolswiththefalloutfromCOVID–19pandemics.Someinterrelatedchal-
lengespositedasindicatorsbyCenterforDiseasesControlandPreventionwerenoticedinearlychild-
hoodeducationcenters.Recommendationsforimprovingeducators’skillsandcompetencewerestated.

Chapter 7: Teacher Beliefs and Practices in Emergencies – Is 
COVID-19 the Demise of Early Childhood Development?

Teachers’practicesareusuallydeterminedbytheirbeliefsandculturaldispositions.Tothisend,teach-
ers’beliefsandpracticesinemergenciesinfluenceontheirday-to-daydischargeofduties.Theauthor
ofthischapterexaminedhowteachers’beliefsandpracticeonCOVID-19wouldaffectearlychildhood
development.AqualitativecaseapproachwasadoptedwithfiveECDteacherscarefullyobserved,and
interviewedonteachers`fearsofCovid-19andextenttowhichitinfluencedtheirpractices.Itwasfound
outthatteacherswerelesspreparedtohandleECDlearnersandthelearnersdidnothaveadequatePer-
sonalProtectiveEquipment(PPEs)suchasmasks.Useofalternativeteachingmethodssuchasonline
learningemergedthoughtheyneedtobewellsupportedbythegovernment.
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Chapter 8: Mental and Emotional State of Teacher 
Trainers in Times of Emergencies

Someonethatwillsalvagesituationsinthefaceofemergenciesmustofnecessitybeintherightstate
ofmindorelse,suchapersonwouldaggravatetensionwiththeiractions.Thismayevencausemore
havocthantheemergencysituationitself.Moreimportantly,childrenperceivetheintensityofasituation
throughtheactionsandreactionsofadultsaroundthem.Inthelightofthis,theauthorsofthispaper
focusedonthehealthandemotionalhealthofteachertrainerswhichareinimicaltochildren’sdevel-
opment.Thepaperextensivelyexaminedmentalandemotionalhealth,typesofmentalandemotional
healthandthewhatconstituteteachertrainers’challengesinNigeriaandsuggestedpossibletechniques
formentalandemotionalhealth.

Chapter 9: Teacher-Pupil Interaction and Distance Learning in 
Emergency Periods – The England and Wales Experience

Teacher-pupilinteractionisastrongvariabletobeconsideredintheeducationprocess.Studieshave
emphasizedthatitgoesalongwaytodeterminethenatureofchild’sdevelopment.Iftheinteraction
isfriendly,itproducespositivebehaviourinchildrenbutiftheinteractionisotherwise,itengenders
negativebehaviour.Thatisthereasontheauthorofthischapterconsideredthisvariableanddistance
learningduringemergencyinEnglandandWales.Itistoserveasamirrortoothernations.

Chapter 10: Emerging Teacher Leadership – Taking Social Responsibility 
for Roma Student Inclusion in the COVID-19 Pandemic

Theplaceofteacherinascertaininghigh-qualityeducationalproductisbeyondquantum.Ithasalways
beenemphasizedthatnonationcanriseabovetheleveloftheteacher.Therefore,theauthorsofthis
chapterconceptualizedteacherleadershipasthemeanstoreachandhelpeverylearnerattainthepo-
tential.TheauthorsanalysedthestatusofRomaeducationinEuropeandBulgariabeforeandduring
COVID-19andemphasizedinequalityintheprocess.ItwaspointedoutthatRomalearnerswerefaced
withmultiplefactorssuchaspoverty,language,raceamongotherswhichoutbreakoftheglobalpan-
demicworsenthesituation.Theauthorsawthroughqualitativeresearch,theeffortofateacherleader
insalvagingeducationinemergencyforRomalearners.Thiscanalsobeapplicabletoallnationsexpe-
riencingemergencyineducation.

Chapter 11: Learning Lessons From International Education 
in Crisis Research – Supporting ECEC Teachers in England 
as They Return From the COVID-19 Pandemic

TheauthorinthischapterexploredthechallengesfacedbyECECteachersinEnglandduringtheCo-
vid-19pandemic.IthaschartedwhathashappenedinECECsettingsandhighlightedthediscourses
surroundingtheneedforchildrento‘catchup’on‘lostlearning’.TheauthorsmovedbeyondaGlobal
NorthnormativeapproachwithaprominenceoncognitivedevelopmentandemphasizedwayECDteach-
erscansupportchildrentobalancesafetywithwarmandsupportiverelationship.Theyemphasizedthat
inemergencysituationsineducationalsettings,healthandsafetyandsupportforchildren’semotional
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well-beingshouldbetheprimaryconcern.Theauthorspointedoutthatcommunityvoices,well-being,
andnormalcy/routinescanprovideECECteachersinEnglandwithafurtherjustificationforprioritis-
ingrelationshipstosupportyoungchildren’semotionaldevelopment.Bythisdiscussion,theauthors
hopedthatteachersintheGlobalSouthcanimpactpractice,despitethelimitedresourcestocreatea
safeenvironmentforeverychildtogrowanddevelop.

Chapter 12: Early Childhood Education Teacher 
Technology Usage in Emergency Times

TheneedforearlychildhoodteachersinNigeriatobeversedintheuseoftechnologyhasbeenheightened
bytheglobalpandemicandthisaffectedtheeducationofmanypupilsadversely.Thiswasestablishedby
thechapter’sauthorswhoempiricallyexaminedtheprocess.Recommendationswereprovidedonways
ofaddressingthisemergencyintheeducationalprocessinNigeriaasinthecasewithotherdeveloping
nations.

Chapter 13: Early Childhood Dental Emergencies 
and First Aid Measures in the Classroom

Childrenintheearlychildhoodstagearefullofenergywhichtheytrytoexpendthroughplay.Asthey
dothisintheschoolattheirfreetime,theysometimesfallorhitoneanotherobjectsthatdocauseinju-
riestotheirdentition,therebycausingpandemoniuminschool.Therefore,toequipteachersandschool
directorsonhowtomanagethesituation,thischapterfocusedondentalinjuriesandhowtomanage
them.Thechapterelaboratesaboutvariousinjuriesanddescribesfirstaidmeasurestobetaken.

Chapter 14: Managing Medical Emergencies in Schools

Schoolsystemisasocialinstitutionthatrequiresthatadequatecarebegiventoalltheactorssoasto
ascertainproperdevelopment.Intheprocessofdailyinteractionsofthepupilsintheschools,theremay
bedifferentemergenciesthatwouldrequiremedicalattention.Itisonthisnotethattheauthorofthis
chapterhasexamineddifferentmedicalemergenciesthatmayoccurinschools.Someofthesignsof
healthissuesrequiringemergentactionsandwhatteachersneedtodoasamatterofurgencyaregiven.
ThiswillserveasaguidetoallECEteachersanywhereintheworld.

Chapter 15: Teaching English as a Second Language During Emergencies

Languageisapowerfultooltoeitherameliorateoraggravatetheintensityoftheeffectofemergencyon
peopleandmostespeciallyearlychildhoodchildren.Iflanguageisnotwelldecodedintheemergency
situation,theimpactislikelytobeunpalatable.Thisledtheauthorofthischaptertoexaminetheplace
ofEnglishasasecondlanguageinmanagingemergencies.Theauthorexaminedsomeproblemsen-
counteredbyESL(ECE)teachersinemergencies,identifiedsixelementsthatmayhelptoresolvethe
situationswiththeintentiontosharebestpracticesforESL(ECE)teachersaroundtheworld.
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CONCLUSION

Fromthevarioussubmissionsbytheauthors,itindicatesthathelpingchildrentodevelopappropriately
andcopewithany formofemergencies inearlychildhoodeducationcenters requireamultifaceted
approach.TheECEteachersthereforeneedtobefullypreparedtofaceanyformofemergencies,beit
naturalorhumanmade,thatmayariseduringschoolhours.Allthesehavebeenenunciatedinthisbook.
Itisthereforenecessarythatthisbookbeusedasaguidebyteachersandadministratorsinearlychild-
hoodeducationsettingsfromtimetotimeinordertobeconversantwithactionstobetakenintheface
ofanyemergencies.Therehasnotbeenaspecificbookwrittenonemergenciesinschoolsandwaysof
managingthem,hencethisbookhascontributedtoknowledgeinsolvingthisdearthofinformationor
piecemealinformationonemergenciesinschools.
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ABSTRACT

This chapter will apply lessons learned from the humanitarian sector’s decades of international education 
in crisis research to the UK’s real-time phased return to Early Childhood Education and Care (ECEC) 
settings following the COVID-19 lockdown. ECEC Teachers contribute to strong early attachments and 
stability of routines that are key for supporting a young child’s personal, social, and emotional well-
being. Although these principles are normally embedded in most ECEC practice, during the time of 
COVID-19 new ways of relating to others due to social distancing measures may upset these routines, 
attachments, and social interactions that are critical for young children. The authors apply lessons learned 
from decades of international education in times of crisis. Drawing on intersectional and postcolonial 
approaches, the authors consider how scholars and organizations from the Global South can bring a 
new dimension to ECEC practice. This provides policy makers and ECEC Teachers the opportunity to 
develop their skill sets to support transitions back to settings post lockdown.
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INTRODUCTION

The Covid-19 pandemic has had a huge impact on the lives of children. The pandemic brought uncertainty 
for the Early Childhood Education and Care (ECEC) sector in England when, in its early stages, there 
were calls for schools and ECEC settings to close. This move was controversial as there were conflicting 
views on the impact of closure on the virus spread and whether children could be super spreaders (Rob-
erts, 2020; Munro & Faust, 2020; Withers, 2020). With lockdown debates intensifying ECEC settings 
saw attendance fall as parents grew more concerned (Adams et al., 2020) with educational institutions 
being closed from 18th March 2020. The ECEC sector remained open only for children of key-workers 
who had been classified within government documents as needing to work due to the nature of their 
employment (DfE, 2020). As national restrictions lessened lockdown measures were suspended on the 
20th July 2020 and children returned to ECEC settings albeit with social distancing and new hygiene 
expectations. This return resulted in a number of changes for settings which included restrictions on the 
available resources in an attempt to reduce surface transmission of the virus, and children in support 
bubbles with certain staff (Early Years Alliance, 2021). All these measures were in place to try and 
mitigate against the effects of the virus and to ensure that parts of the UK economy could reopen where 
working from home was not available (DfE, 2020).

Early reviews of the impact of lockdown and the revised measures put in place focussed on the social 
aspects of ECEC and how lockdown and then the return to settings might have a negative impact on 
children’s emotional well-being (Graber et al., 2020; Loades et al., 2020; Swadener et al., 2020). More 
recently the focus has been linked to a range of narratives that children need to ‘catch-up’ on ‘lost learn-
ing’. Although there is an acknowledgement that children might need additional support there is still 
debate about whether this should be academic support or emotional and social support. As we develop 
this chapter we will explore the impact of the pandemic on the ECEC sector in England. There will then 
be a discussion on the ways in which ECEC teachers have been affected and what they have done to 
support the children in their care. We will highlight areas of good practice that have been demonstrated, 
this can be used by ECEC teachers to consider their own practice and responses to the pandemic. One 
of our key arguments is the potential to learn from and apply strategies developed by the humanitarian 
sectors’ decades of international education in crisis research and interventions related to children’s well-
being and academic attainment. Our overarching aim for the chapter is to consider how a postcolonial 
approach can be employed to highlight there are other, non-Eurocentric, ways which can provide ad-
ditional solutions, support and advice for English ECEC teachers, school leaders and policy makers to 
support setting/school attendance and ensure positive emotional and mental well-being is prioritised.

THEORETICAL FRAMEWORK

We draw on postcolonial theory to consider how practice from the Global South can bring a new dimen-
sion to ECEC, which historically in the UK has primarily focussed on developmental psychology. The 
Global South is a geopolitical term which “refers broadly to the regions of Latin America, Asia, Africa, 
and Oceania” (Dados & Connell, 2012, p. 12). Although it is a term which has suggested nations are less 
developed than their ‘Northern’ counterparts and historically still grappling with the legacy of colonial-
ism and unequal power relations, there is a growing body of scholarship that attunes to the “idea of the 
South as a region of distinctive intellectual production” (Dados & Connell, 2021, p. 13). By taking this 
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approach we hope to highlight how ECEC teachers could develop or enhance their skill sets to support 
transitions both back to settings during and post lockdown and how these might support the everyday 
social and emotional well-being of the young children in their care. By considering the impact of the 
responses to international disasters we attempt to flip the narrative that nations in the Global South are 
seen as less capable and knowledgeable than nations in the Global North. The impacts of colonialism 
and settler colonialism have played a big part in national perceptions and the dominance of Eurocentric 
ways of thinking and have had an impact on the reification of certain kinds of knowledge and the mar-
ginalisation of others (Young, 2003).

Postcolonial theory is not a homogenous body of knowledge but a collection of different perspectives 
that is concerned with unpicking power structures, hegemony, and intersectional issues which face people 
in order “to produce a more just and equitable relation between the different people of the world” (Young, 
2003, p. 7). The nature of intersections are an important way to highlight how other social structures 
of power such as ethnicity, gender, social class, disability, and sexuality can be magnified by colonial 
and settler colonial thinking (Crenshaw, 1989; Pizzorno et al., 2015; Fairchild & Lander, in press). In 
ECEC postcolonial theory has been used to unpick the impact of colonial and settler colonial heritages 
for children and their families by attempting “to recognize the complexity of life through such notions 
of border lives, hybridity and transcultural/transnational existences” (Cannella & Viruru, 2004, p. 27). 
Overcoming dualistic approaches is a challenge where epistemology encompasses a “system of knowing; 
that has historically privileged Eurocentric perspectives as if they are ‘the only legitimate way to view 
the world’” (Ladson-Billings, 2000, p. 258). However a postcolonial approach is more than reflecting on 
practices from countries who were once colonised, it is concerned with making visible and confronting 
Eurocentric discourses to provide alternative ways of understanding possibilities for practice (Cannella 
& Viruru, 2004).It is for this reason that we feel that turning to learnings from events in the Global South 
is of value and we draw particularly on experiences of international education in times of emergency 
and crisis to draw out key learnings that can support the return to ECEC post pandemic.

ECEC CHILDREN’S WELL-BEING BEFORE/DURING/POST PANDEMIC

In England1 ECEC provision is underpinned by a statutory curricular framework, the Early Years 
Foundation Stage (EYFS), delivered to children between the ages of birth to five years old (DfE, 2021). 
This mandates a set of development goals children should attain before they transition to compulsory 
education. There is a focus on both cognitive and embodied learning and children are summatively as-
sessed before they enter formal schooling at the end of the Reception Year. The sector is diverse and this 
includes non-statutory provision, including private day nurseries, children’s centres, nurseries attached to 
schools (or long day-care/preschools), and childminders (or family day care). These establishments can 
be sessional or full time for up to 51 weeks of the year as selected by parents. The required qualification 
to work in these types of settings is a vocational accreditation, which is equivalent to exit-level high 
school certificates, although academic qualifications have been developed to graduate and postgraduate 
level in recent years (DfE, 2021). Once the child passes the September after their fourth birthday, they 
enter compulsory schooling for the Reception Year, which is generally led by qualified teachers who 
hold either an undergraduate or a postgraduate teaching qualification but is also part of the EYFS cur-
riculum (Fairchild, 2019).
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Attending an ECEC setting has shown to improve children’s development and long term outcomes 
regardless of their socio-economic background (Melhuish et al., 2017). A key focus of ECEC is the 
establishment of positive, warm relationships between teachers and children which supports and fosters 
the child’s emotional well-being and development. This has become more important as increasing levels 
of maternal employment has magnified the focus on the potential for concern about young children’s 
emotional well-being (Ebbeck & Yim, 2009; Ereky-Stevens et al., 2018). In fact attachment based 
pedagogies form part of the current EYFS curriculum (DfE, 2021) which mandates for a ‘key person’ 
whose role is to support a child’s learning and development (Page & Elfer, 2013). The key person is the 
anchor point for a child and provides a secure base for transitions into the setting, building supportive 
relationships both with the child and their parents or carers (Elfer et al., 2011). ECEC settings have 
already adopted the key person as part of their daily practice and this role supports a child’s social and 
emotional development and partners with parents to provide successful learning environments.

Relational pedagogy has a strong evidence base in research and practice (Elfer & Page, 2015; 
Jovanovic et al., 2016). It stems from the work of Bowlby (2005) and Ainsworth at al. (2015) who 
highlighted children’s need to have secure attachments with their primary caregiver. In contemporary 
ECEC relational pedagogy and attachment theory are an important part of the ECEC teacher’s day to day 
practice and relationships with a key person has been shown to support young children’s development 
in multiple ways. For example, children are able to self-regulate more effectively (Pallini et al., 2017), 
with under 3’s a positive relationship with a key individual can promote independence (Elfer, 2006) and 
these relationships also support communication and social interaction (White & Redder, 2015). Even 
though there can be some challenges implementing attachment based relational pedagogies from a staff 
management perspective (Ebbeck & Yim, 2009) or a desire not to cross the line between the parent/
carer: child relationship (Degotardi & Pearson, 2009), the overwhelming evidence from research is clear 
that strong emotional foundations and responsive and caring teachers are a key part of supporting young 
children’s learning and development (Degotardi & Pearson, 2009).

During the pandemic and associated lockdown it has become apparent that young children have 
experienced particular challenges as their daily routines changed. The lockdown was experienced in 
many ways and those living in low socio-economic areas were particularly hardest affected (OECD, 
2020; Nuffield Foundation, 2020). There was also an increase in mortality and injury rates for babies 
between March and October (Richardson, 2020a) and wider safeguarding concerns as ECEC settings 
dealt with the impact of the pandemic (Khan & Mikuska, 2021). This was magnified by lack of access 
to Government support for families of children on Free School Meals (a supplement paid to schools to 
support children of families on low incomes and in receipt of certain Government benefits). Families 
from Black and Asian heritages were particularly vulnerable to the impact of the Covid-19 virus and 
there has been a higher incidence of deaths and poor longer term health outcomes in these communities 
(Department of Health and Social Care, 2020; Richardson, 2020b). These intersectional inequalities 
are magnified by other social structures of power (Crenshaw, 1989; Pizzorno et al., 2015; Fairchild & 
Lander, in press) and ECEC teachers need to work with their local communities to ensure families are 
supported both during the pandemic and on return to ECEC settings. The key person approach and the 
desire to forge links with the local community is one of the ways that relationships can be built with 
families and children to support these transitions.

In September 2020 England replaced a full lockdown with a tier system which has changed with 
regional needs based on increases or decreases in infection rates. Prior to this point ECEC settings were 
very different as they were open for a reduced number of children. The impact of this saw ‘support 
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bubbles’ where mixed age groups of children were cared for by the same ECEC teacher, who may not 
have been familiar to the children (Early Years Alliance, 2021) and restriction of items that could be 
cleaned thoroughly, meaning that many soft play and sensory items were not available (Turner, 2020; 
Vollans, 2020). These initial changes may have impacted on children’s anxiety and emotional well-being 
as they settled back into these new experiences. Parents and ECEC teachers may have also suffered an 
increase in anxiety levels during and post lockdown and this could impact on the delivery of relational 
pedagogies as they struggle with their own well-being concerns (Graber et al., 2020). These multiple 
complexities of managing ECEC settings and supporting young children and their families has led to 
concerns as to how long ECEC teachers can provide these levels of support without some support and 
consideration of their own emotional well-being (Elfer, 2020).

As infection rates reduced ECEC settings found a new normality where social distancing and en-
hanced cleaning were in place and more children attended each week. Initially during the first lockdown 
ECEC settings were only open for families of key children but since initial lockdown restrictions were 
removed settings have been open to all. With the discovery of the more transmissible variants there has 
been concern raised as to the impact of ECEC settings in community transmission which, although has 
been indicated as not being significant (Ismail et al., 2020), has had a more recent impact as settings 
have closed due to multiple infections and self-isolation for staff. In addition the private, voluntary and 
independent ECEC settings had not initially been provided with access to Covid-19 testing kits in the 
same way as schools and nursery schools which has resulted in concerns about the value of the sector 
(Lawler, 2021).

Despite these challenges ECEC teachers have ensured well-being has taken a centre stage during 
the pandemic and resources have been produced by support and member organisations (such as Early 
Years Alliance, Early Education and the National Day Nurseries Association) to allow ECEC settings to 
consider the impact of the pandemic on children, families and teachers (Foundation Years, 2020a, 2020b; 
Gaunt, 2020a). A primary concern that has been voiced on many platforms is that of children ‘falling 
behind’ and the need to ‘catch up, particularly placing the most disadvantaged children ‘at risk’ (Gaunt, 
2020b). During lockdown, the focus on home learning environments with the youngest children was 
limited as parents balanced the need to work and care for their children. There have also been concerns 
that children may lack the language skills to transition to compulsory education and funding has been 
allocated by the UK Government to support the implementation of language programmes to support 
these transitions (Nuffield, 2021).

This section has considered the immediate issues faced by children and ECEC teachers during the 
pandemic. ECEC is already well placed to provide warm and comforting environments to support children 
with research and practice showing the benefits of relational pedagogy and the key person approach. In 
particular the focus on relational pedagogy and the key person approach could be translated to interna-
tional ECEC contexts and adapted for local and cultural expectations for supporting young children. What 
both lockdown and the challenges of social distancing have highlighted that young children can benefit 
from emotional support as they try to make sense of these changes (Lawler, 2020; Rawstrone, 2020). 
This is particularly important as children return to ECEC settings and ECEC teachers can prepare for this 
return by employing practices to promote well-being. ECEC teachers may wish to focus on emotional 
well-being and how to ensure children transition back to the setting that allows them to reconnect with 
their peers and teachers. Some practitioners have noted that the catch-up narrative should allow children 
to “regain their confidence to ensure they are emotional and socially prepared for post-pandemic life” 
(Fairchild et al., 2020, p. 24). What research evidence and feedback from the sector highlights is the 
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value and benefit that the supportive, warm attachments formed between the child and the ECEC teach-
ers can bring. These experiences provide examples of the ways in which relational pedagogy can help 
overcome any challenges young children may be feeling as they return to their ECEC settings (Graber 
et al., 2020; Loades et al., 2020; UNICEF, 2020).

ECEC TEACHERS ROLE IN SUPPORTING CHILDREN

It is important to consider the development of the English ECEC workforce which has been under the 
policy spotlight for many years. Historically, ECEC originated, and still is, a job that “women naturally 
do” (Van Laere et al. 2014. p. 233) where patriarchal classed and gendered positions see childcare as an 
acceptable form of work for women. The view was that as the work was seen as ‘natural’, no specific 
qualifications were needed to work with the youngest children. The implementation of a new ECEC 
curriculum in 2008 (DCSF, 2008) came with further investment in the sector and an expectation that 
this investment would be used to develop the workforce and increased their qualifications and skill 
sets (Fairchild, 2017). This resulted in the development of a professionalisation agenda where graduate 
qualifications were designed alongside vocational qualifications that were equivalent to high school 
leaving certificates. Unfortunately, English government policy from 1997 reinforced a divided system 
of vocational and academic routes (Vincent & Braun, 2013) which still continues today, even though 
research evidence suggests better outcomes for children when graduates lead practice (EPI, 2020a). The 
situation is complicated further as children who attend compulsory education are taught by teachers who 
hold ‘qualified teacher status’. The result of siloed policy development and lack of appropriate levels of 
investment have resulted in lack of parity with regards to pay, status, and terms and conditions (Hevey, 
2013; Moss, 2017). Taking the fractured nature of the workforce into consideration we have used the 
term ECEC teacher to encompass the breadth of titles attached to those who work in ECEC; these include 
early years teacher, manager, assistant, trainee teacher, nursery nurse, nursery practitioner and volunteer.

One of the key problematic issues surrounding socio-emotional health is the fact that historically 
social and emotional well-being tended to be seen as sitting within the area of ‘health services’ rather 
than ‘educational services’. This dualistic approach has magnified some of the challenges faced by 
ECEC teachers during the pandemic as education and health were seen as separate entities. This can be 
attributed to the view that education has been primarily concerned with developing children’s cognitive 
ability to produce academic success rather than focussing on emotional well-being (Weare, 2010). In the 
past some educational settings have both felt unable, and been seen to lack the expertise, to address any 
mental health issues that children may be experiencing or demonstrating. However, this is partially due 
to terminology as within settings and schools teachers, and especially ECEC teachers, have long been 
aware of the importance of socio-emotional health and the relationship it has with successful educational 
outcomes for children. Thus whilst educational settings work to develop, support, and address the needs 
of the whole child, the language used was ‘well-being’ rather than ‘mental health’.

To mitigate against this problem Social and Emotional Aspects of Learning (SEAL) materials were 
developed by Katherine Weare in the early 2000s and their introduction to settings and schools high-
lighted the need for a holistic approach to well-being. However, despite these materials and the fact that 
the Personal, Social, Health and Economic education (PSHE) curriculum was not deemed to be a statu-
tory subject by the government, a piecemeal approach was adopted and only children with difficulties 
were targeted on an individual basis. Moreover, an understanding of how to develop a strong well-being 
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barometer was very dependent upon the training that had been made available for the teachers, which 
in turn depended to a degree on the size of the setting and the training budget that had been allocated. 
Sadly ECEC, which is still seen as the poor relation with regards to training, had even less input as they 
were not part of the statutory schools sector.

ECEC teachers have long regarded themselves ‘in loco parentis’ and as such are not only role models 
but also a response for the safeguarding and security of the children. To this end, and in order for children 
to develop in a holistic manner and have strong personal social and emotional barometers, education 
and care is provided through the creation of supportive nurturing environments (Moss, 2014, 2017). 
They allow for the development of stronger social skills which also encapsulate problem solving and 
resilience. This is usually done through a child centred curriculum that is adapted to the child’s interests. 
However, all of these things happen within the security of established boundaries so that the children 
are able to take calculated risks. Moreover, ECEC teachers work hard at developing nurturing positive 
relationships with the children in an instinctive way based on personal experiences, rather than through 
training or a theoretical knowledge of behaviour development (Wood, 2016).

In 2001 the Department for Education and Employment (as it was called then) produced a document 
(Promoting Children’s Mental Health within Early Years and School Settings) that drew upon the expertise 
of an advisory group for Emotional and Behavioural Difficulties as well as the Mental Health Founda-
tion. In effect drawing health and education together. This document also acknowledged that mental 
health or mental well-being needed to be addressed within educational settings rather than simply left 
for health professionals to deal with. Further DfE (2018) guidance called for a whole setting approach 
towards mental health, and thus social-emotional behaviour, suggesting that this was the best method 
to supporting the whole child in a consistent manner. Moreover, as a recognised area of development, 
a duty was placed on ECEC teachers to ensure that they promoted the personal, social and emotional 
development (PSED) of young children as effectively as possible. This recognition is evident in EYFS 
documentation which requires a written ‘report’ summarising each individual child’s development in a 
number of key areas including Personal, Social and Emotional Development (PSED) (DfE, 2021). These 
developments are important as they make connections with the benefits of relational pedagogy and the 
key person approach which is a cornerstone of ECEC practice.

Attachment, and attachment difficulties can also be an indicator of potential socio-emotional difficul-
ties. All behaviour conveys meaning and so a poorly developed socio-emotional barometer could suggest 
an issue with attachment (Geddes, 2005). Thus by looking at children in a holistic manner (Bomber, 
2007, 2010) gaps can be identified. Bergin and Bergin (2009) suggest that those children with insecure 
attachment tend to have much shorter attention spans and tend to fare less well academically than those 
with secure attachment. A particularly successful intervention that has been used in targeted support has 
been the usage of Emotional Literacy Support Assistants (ELSA). ELSA’s are trained to run specialist 
sessions with individual or groups of children to develop their socio- emotional skills. They use a range 
of materials and techniques (including speaking and listening, role play, turn-taking, developing empathy) 
to enhance socialisation through play to expand children’s emotional literacy. The ELSA role can be 
of great support to children, both during and post pandemic, as the focus on well-being and emotional 
literacy can aid the transition back to ECEC settings and schools and ensure the child is ready to take 
part in the day to day learning activities.

During the pandemic there were many changes to ECEC practice that may also have impacted ECEC 
teachers well-being and their emotional responses to the changes in settings and schools. The UK Govern-
ment’s role during the pandemic was to provide clear information and guidance to education providers 
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on health and safety, policy and social distancing requirements needed to keep children and teachers 
safe. This was communicated via emails to Headteachers and ECEC managers and all information was 
stored centrally on the Department for Education website (DfE, 2021). At the start of the pandemic there 
were calls for ECEC teachers in settings to have the same levels of access to PPE and covid testing as 
was present in compulsory education (Lawlor, 2021). There were also concerns, due to the nature of the 
sector, with most settings in private hands, ECEC teachers felt forgotten about in policy even with the 
revised procedures detailed by the Department for Education (Curtis, n.d.). However, teaching unions, 
local government and member organisations were able to provide additional support and guidance and 
were able to signpost staff to emotional and mental health support charities (see for example Unison, 
2021) and summarise update and note the implications for practice and pedagogy in the sector (Early 
Education, 2021).

Generally, ECEC teachers work hard to build appropriate expectations in a consistent measured way. 
Equally, teachers acknowledge that working in partnership with parents also has a strongly positive im-
pact on the acquisition of children’s appropriate socio-emotional responses. Although these principles 
are normally embedded in most ECEC practice, during the time of Covid-19, the new ways of relating 
to others due to social distancing measures may upset these routines, attachments, and social interac-
tions that are critical for young children. For example, amongst the limited Covid-19 guidance given to 
ECEC providers on the DfE website is that of banning parents from going into settings and schools. The 
pandemic has also highlighted discrepancy between nurseries attached to schools and those in private, 
voluntary and independent settings. School nurseries were operating in a similar way to the rest of the 
schools sector, which included access to Covid-19 testing. During lockdowns, especially apparent since 
January 2021, school nurseries were closed and many were putting activities on their website each week 
and recording material such as a teacher reading a story. Some delivered resources to children’s homes 
intermittently, and regularly emailed each parent individually. What was also evident was that socio-
emotional support was very much tailored to individuals, and teachers trying to meet the immediate 
emotional needs of the children appropriately.

This section has shown that ECEC teachers built on the key commitments to supporting children’s 
emotional well-being and were able to draw on resources that were already an established part of prac-
tice. Even though factual support was available from the UK Government there were still concerns 
about teachers’ own well-being and teaching unions, local government and member organisations were 
able to fill these gaps and provide much needed support for teachers. This type of support is invaluable 
as research has indicated that teacher burn-out, anxiety and stress is at record levels (Seaman & Giles, 
2019; Allen et al., 2020). Poletti (2020) suggests that Covid-19 could be seen as an opportunity to try 
out different ways of working and to perhaps learn from other systems of education whereby the child is 
given an opportunity to develop holistically. This would fit in with what teachers note as being important 
for educators to do and would allow for ECEC teachers to feel secure, happy and healthy which is a key 
component to teacher well-being (Seaman & Giles, 2019)..

LESSONS FROM INTERNATIONAL EDUCATION IN EMERGENCIES

While Covid-19 has interrupted education and put pressure on children and staff in an unprecedented 
way in the UK, countries that have faced conflict and natural disasters in the Global South have long 
been dealing with interruptions to schooling. As of 2019 nearly 25% of pre-primary aged children lived 
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in conflict affected countries of the Global South (Ponguta et al., 2020). Thus, over the past 30 years, 
international and local humanitarian organisations have researched, developed, and implemented strate-
gies to support children who have interruption from school or are attending school in unsafe conditions. 
These strategies promote well-being for both children and their teachers during times of crisis. This is 
referred to as ‘Emergency Education’ which Save the Children Alliance defined in 2001 as, “Education 
that protects the well-being, fosters learning opportunities, and nurtures the overall development (social, 
emotional, cognitive, and physical) of children affected by conflicts and disasters” (Kamal, 2006, p.4). 
We will now discuss some of the lessons learned from these organisations working in ECEC in the hope 
that the UK can consider and use some of this existing expertise as they address the issues caused by the 
pandemic. Specifically, we will be engaging with the work of the Inter-agency Network for Education in 
Emergencies (INEE), UNICEF, and the International Rescue Committee (IRC), developed for working 
in crisis situations in the Global South which defined the role that education plays in ensuring children’s 
well-being during times of crisis.

There are striking similarities in the experiences of children and teachers in these emergency con-
texts to the position of children in the UK (and around the world) whose schooling, routines, and lives 
have been interrupted during the pandemic. For example, both of these situations exacerbate adversities 
that cause childhood trauma including poverty, abuse, and hunger (Ponguta et al., 2020). Therefore, the 
role of education becomes one that must prioritise the minimisation of these risks for children. In 2008, 
Winthrop and Kirk laid out the role that education plays for children in times of conflict, including a 
return to normalcy, a safe space to build social relationships with other children and adults, to learn to 
cope with what is happening around them, and hope for a better future. These principles are relevant to 
all crises that directly affect children and have been adapted and built upon by the INEE. They state that, 
“Education opportunities… mitigate the psychosocial impact of conflict and disasters by providing a 
sense of routine, stability, structure and hope for the future” (INEE, 2020a). IRC’s Healing Classroom 
Initiative prepares teachers and children to create a schooling environment that promotes these ideas 
through the way the school day is structured, encouraging positive relationships free of discriminatory 
language, and to provide activities that help children understand and cope with their feelings about the 
current situation (Winthrop & Kirk, 2011). UNICEF (2020) also emphasises that supporting children’s 
well-being during times of crisis must include supporting children’s development of resilience and 
inclusion. They suggest,

Prioritizing activities to support emotional well-being and embedding these activities in daily routines, 
key messages about how children exhibit stress, worry and fear, and what strategies teachers can use 
to support children. Proactively addressing stigma and discrimination linked to COVID-19, including 
against children with disabilities and migrant… children. (UNICEF, 2020, p. 5)

Although these principles are normally embedded in most English ECEC settings’ cultures, during 
the time of Covid-19, they have proven difficult with an ever-changing understanding of the virus and 
the measures needed to keep everyone safe. This is especially the case with the changing routines as 
government policies change and as children are needing to self-isolate because of Covid-19 outbreaks in 
their schools or settings. Therefore, schools, settings, policy makers, and other stakeholders need to be 
cognizant that in addition to the academic challenges they face, settings and schools will need to serve 
as safe spaces for children to learn and find a sense of stability in these uncertain times.
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In emergency education, the well-being of teachers is considered paramount to protecting the well-
being of children. It is recognised that teachers are also living through the crises. This includes adequate 
training, working hours, and working conditions, as well as regular pay and a sense of community (Burde 
et al., 2017). INEE (2020a) suggests that it is important for local governments to check in with teachers 
and staff to provide support for their mental health, and to work with teachers to improve their competen-
cies to recognize and support the socio-emotional needs of all children. This has been demonstrated in 
the UK by the engagement with teaching unions, local government and member organisations. In crises, 
ECEC teachers need to be trained to develop programmes that promote the well-being of children dur-
ing crisis situations including recognising physical and emotional trauma. In their guidelines for ECEC 
during Covid-19, the INEE has drawn on their experience with other crises to develop recommendations 
for teachers. They recommend that in addition to teaching being trained in proper hygiene and physical 
protection against the virus, they should have ongoing training to adapt learning and teaching strategies, 
and daily routines to accommodate social distancing while maintaining a positive space for the children. 
They suggest that teachers should rethink how whole class activities and games can be planned and take 
place safely, and how to best utilize time spent in the settings. Teachers should additionally be equipped 
to support children’s mental health and psycho-social needs, especially in ECEC settings with a high 
proportion of at-risk students. INEE recommends,

Teachers and other staff responsible for children’s welfare should receive training on how to:

• Address stereotypes, prejudice and discrimination related to COVID-19;
• Identify age-related behavioural and cognitive changes and provide age-appropriate learning sup-

port to all children – including children with disabilities, and migrant and displaced children;
• Offer referrals to child protection, health, rehabilitation and nutrition support and services; and
• Facilitate remote learning in preparation for possible virus resurgence and ECE setting re-closure. 

(INEEa, 2020, pp.4-5)

In order for ECEC settings to be able to provide a nurturing environment for children and for their 
teachers, being in settings and schools needs to be safe, and should ideally provide a stable, routine 
environment. However, with the changing circumstances of Covid-19, this is often not possible due to 
changes in ability of settings to be open because of changes in government regulations or outbreaks 
which result in the closure of bubbles, rooms, or the whole setting. Because of this, it is paramount to 
think of ECEC as not only something that can/does happen in the setting, but to consider what is best 
for children from a holistic perspective. The INEE have identified criteria for the return to school which 
are useful for the Covid-19 pandemic. They suggest that the government should consider the following 
questions when determining a return to school:

• Are children and youth able to learn effectively when out of school?
• Are children and youth better protected in or out of school?
• Are most children and youth safer health-wise in or out of school?

(INEE, 2020b)

Whenever children are unable to go to settings or school, which is common in crisis and certainly 
during the pandemic, the need to treat ECEC as not only something that happens within the school, but 
as a holistic approach to the development of children becomes paramount. Ponguta et al. (2020) argue 
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that any “prevailing crisis requires a whole-of government, agency, and community response to amelio-
rate and protect caregivers and young children who are disproportionately impacted by crisis” (p. 104). 
For this reason, IRC’s ECEC programmes do not focus only on education, but promote multi-agency 
engagement with children as well as training, resources, and guidance for parents. IRC’s Parents Make 
a Difference Programme which has been implemented in several conflict affected countries, provides 
parents with training to help them support their young children’s social and emotional needs. In their 
2014 study of the programme in Liberia, they found that the ongoing training and support provided to 
parents, contributed to fewer parents using physical punishment. And although they could not speak to 
changes in the overall well-being of children due to the short time between intervention and conducting 
research, qualitative finding suggested that children demonstrated improvements in motivation and in 
their overall well-being (IRC, 2014).

Further research on the African continent has demonstrated the ways that children can be supported 
to develop positive engagement in learning post disaster. For example in the Democratic Republic of the 
Congo the IRC Learning to Read in a Healing Classroom programme was implemented in schools. Here 
children reported that their learning environment felt more stable and teachers reported that children’s 
well-being and learning potential was increased (Torrente at al., 2015). There have also been examples 
of how mindfulness practice was used to support Burundian refugee children in Tanzania. Researchers 
reported that the stability and safety experienced by the children “enables these children to exercise their 
right to receive an education that provides the stimulation and support they need for healthy growth and 
development” (Dalrymple, 2019, p. 148). This feedback was also echoed by both teachers and parents 
who felt that programmes of this type helps develop a sense of belonging which fostered participation 
and learning for children and also teachers. Supporting Syrian and Palestinian refugee children was 
also to focus for teachers in Lebanon where families had been displaced. This project considered young 
children’s experience of conflict and how education could help them connect with host nations as part 
of their connection to civic citizenship. Abu et al. (2018) noted it was important to focus “on children’s 
play as civic action and the early childhood classroom as a space in which children are getting an embed-
ded, affective civic education” (p. 37). The authors concluded that this work has the potential to give 
children a sense of belonging and provide teachers with additional skills needed to support children who 
had fled from conflict.

Some countries are demonstrating how a successful multi-sectoral response to ECEC and develop-
ment can be achieved in the face of crisis. For example, Columbia has developed a multisectoral early 
childhood response to the displaced people fleeing violence elsewhere. This response was the first in 
Latin America and has proven to be successful in supporting the needs of young children during this 
crisis. Columbia’s government has implemented a national law called De Cero a Siempre (From Zero 
to Forever) and an inter-sector national commission for early childhood. Their programme includes the 
social protection, health, education, and community sectors working together to ensure that children’s 
needs are met (Ponguta et al., 2020). Columbia utilised existing government systems, the support of in-
ternational aid agencies and national, subnational and local multi-sectoral groups to implement strategies.

Although many of these examples in this section are linked to families and children fleeing conflict 
or affected by political or environmental issues, it can be seen that the approaches adopted to support 
children, teachers and families have the potential to provide ECEC teachers with alternative strategies, 
or reinforce the efficacy of what they are already doing, following the return to settings and schools as 
the pandemic becomes more controlled and more people are vaccinated. These multi-sectoral approaches 
demonstrated in the examples emphasises a focus on the children’s holistic wellbeing takes some of the 



163

Learning Lessons From International Education in Crisis Research
 

onus off of ECEC teachers while acknowledging that ECEC is not only about a classroom, but the full 
range of experiences that help children feel safe, confident and hoping for a bright future.

APPLYING LESSONS AND WIDER CONSIDERATIONS

As we have demonstrated the Covid-19 pandemic has disrupted all aspects of education, but it is par-
ticularly challenging for those families at the intersections of social class, race, gender, sexuality and 
(dis)ability. ECEC teachers have long known about the need to support all families and children and this 
has been highlighted in the link to relational and attachment based pedagogies which are also enshrined 
in the ECEC policy frameworks. There is an overarching government and media discourse about the 
need for children to ‘catch up’ on lost learning focussing on the cognitive nature of child development. 
‘Catch up’ discourses are linked to a Western acceptance that ECEC is purely preparation for a work 
ready child and that ‘childcare’ is provided so parents can return to, or enter, the workplace revealing the 
neo-liberalisation of education (Moss, 2014). In this conception the child and family as individuals who 
either choose educational opportunities correctly (or not) has been problematised by sociologists (see 
Bourdieu & Passeron, 1990). The current EYFS replicates this individualisation in the learning goals and 
linear trajectory of learning (DfE, 2021). However, ECEC teachers also see the need for supporting the 
child and their families emotional needs and well-being which they see as just as important as cognitive 
learning and development. We have also demonstrated that ECEC teachers are used to working under 
pressure in their day to day teaching, but their stress levels have been magnified by the impact of the pan-
demic and requirements that have been put in place to mitigate against further community transmission.

The issues faced by ECEC teachers in their initial return to settings and schools is to maintain hygiene 
regimes and facilitate the safe teaching and support of young children. There is also the need to draw 
on their skills of relational pedagogy to ensure children feel settled and secure in the new ways practice 
may have changed. It is only from this secure base that children can develop and learn. Once the im-
mediacy of the return to settings has subsided it is key for ECEC teachers to maintain a new normalcy 
which can provide the safe learning experiences children thrive in. There will also need to be plans for 
post-pandemic return to teaching and learning. Emotional well-being is key in these situations as there 
may be some remaining trauma associated with the happenings of the pandemic that children, families 
and ECEC teachers might need to overcome. It is clear from practice that is already occurring in ECEC 
settings and schools that children’s physical and emotional well-being is paramount, even given the need 
to adjust day to day practice to ensure the effects of the pandemic are mitigated against. Once ECEC 
teachers have had some time to consider what has worked for them during and in the transition and post 
pandemic there are opportunities for reflection on what worked in their practice and what was not so 
effective. This can then lead to opportunities for sharing best practice locally via network meetings and 
other forums, nationally via membership organisations and CPD sessions, and potentially internationally 
via global membership organisations such as OMEP (http://www.omep.org.uk/) which has Consultative 
Status at the United Nations and UNESCO or other global online forums.

To facilitate these stages we argue that the INEE and IRC healing classrooms philosophies and ex-
amples of lived experience, practice, and community participation can be used and incorporated into 
ECEC settings and schools. The INEE developed a policy paper on education during Covid-19 that takes 
the reader through a step-by-step process of assessing whether schools should be re-opened or not. It 
takes into consideration the holistic development of children as well as the risks that sending children 
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to school can pose. In addition, it asks key stakeholders to work together to make the safest choice for 
children and their communities (INEE, 2020a). This builds on the current desire to promote well-being 
and emotional security for ECEC children and their families. The return to some kind of normalcy and 
routine is key in promoting a sense of belonging for young children and can help to mitigate against 
the impact of the pandemic. Lessons learned from the Global South highlight how a commitment to 
ECEC teacher well-being coupled with a strong focus on anti-racist and anti-discriminatory practice is 
crucial. Alongside training in hygiene and safety needs, the use of outdoor environments as important 
learning places and spaces can provide positive impacts on well-being and allow for playful and rela-
tional engagements with children. ECEC has always focussed on multi-agency working but learning 
from International Education in Emergencies brings this need to the forefront and ensures wider support 
measures are available for children and their families. The efficacy of this focus has been highlighted 
using examples discussed and this approach has been adopted by many nations at times of both natural 
and man-made emergencies and disasters.

Lessons learned from the responses in the Global South shows the importance of community cohesion 
and how to connect individuals and communities in a co-collaborative and reciprocal way. This moves 
beyond the individualised discourses of ‘lost learning’ and ‘catching up’ which are present in the UK. 
Considering the child as part of a wider community promotes moving away from the need for children 
to ‘catch up’ on cognitive aspects of learning in the early stages of the return to settings and schools. 
The focus on emotional well-being and children feeling safe in their environments is of primary con-
cern, children learn better when they feel safe and protected. ECEC teachers would also benefit from a 
connected and relational approach. Where teachers feel valued, trusted and supported by policy makers 
to make the right decisions based on their community without fear of inspection or regulation, teacher 
well-being can flourish. This flourishing would also benefit from the same access to testing and treatment 
as primary and secondary education, ECEC teachers would then feel more valued. With communities 
on board and multi-sectoral responses the outcome is positive for children and ECEC teachers as they 
are both experiencing high levels of stress during the pandemic. Applying key aspects of international 
education in emergencies considers the needs of the community intersectionality and helps to recognize 
and respond to unequal power dynamics but recognising the agency and strength of the local community.

CONCLUSION

This chapter has explored the challenges faced by ECEC teachers in England during the Covid-19 pan-
demic. It has charted what has happened in ECEC settings and highlighted the discourses surrounding 
the need for children to ‘catch up’ on ‘lost learning’. What we wanted to do was to consider responses 
to international education in emergencies and how this might give us different insights into ways com-
munities in the Global South have responded and supported children and families. Our aim was to move 
beyond a Global North normative approach with a prominence on cognitive development. Thinking 
with a postcolonial approach allows us to value and recognise the diversity and intersectionality in our 
communities and consider life not as a deficit or ‘less than’ where ‘catching up’ is needed.

Throughout the chapter we have considered how the ECEC teacher might support children. The global 
pandemic is still part of everyday life and this chapter has highlighted how ECEC practice and teachers 
dealt with the initial emergency issue of supporting children back into settings and schools. Here the 
need to balance safety and reduce infection was coupled with the need to promote and sustain warm and 
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supportive relationships. Work done by organisations that deal with International Education in Emergen-
cies note that health and safety and support for children’s emotional well-being should be the primary 
concern. Therefore these immediate solutions implemented by ECEC teachers have seen children able 
to return to some kind of normalcy as they return to education. As the number of cases continue to fall 
and more of the population is vaccinated there is the opportunity to consider how to sustain and promote 
children’s development and learning and also to ensure teacher well-being is nurtured. The lessons that 
can be learning from this event is that children need support and nurture to ensure that their emotional 
well-being is the primary concern. This can be demonstrated by the key person approach, relational 
pedagogy and appropriate support for teachers. All these measures promote stability and normalcy and 
can be used as a springboard to assess children development and learning and provide appropriate sup-
port as needed. The focus on community voices, well-being, and normalcy/routines can provide ECEC 
teachers in England with a further justification for prioritising relationships to support young children’s 
emotional development. The ways in which teachers in the Global South can impact practice, in many 
cases with limited resources post emergency, can be used as a model for all ECEC teachers. For example, 
the IRC’s Healing Classroom has strong links to attachment and the commitment to ensure a bespoke 
experience for every child to minimise disruptions.

A commitment to thinking of what has worked in Global South communities when education has 
proceeded in times of crisis focuses on the strengths that other nations can teach us in the UK and be-
yond. This moves away from colonial notions of exceptionalism to a more Global community of learning 
recognising that the status of a nation does not mean we cannot learn and develop a better understanding 
of how we can improve our own practice and responses. By drawing on anti-racist and anti-discriminatory 
thinking developed for supporting education in times of crisis and conflict we can value different ways of 
being, doing, and acting that give us alternative solutions to where we are now. We urge policy makers to 
consider tried and tested approaches to education in times of crisis. Drawing on experiences of nations 
in the Global South can ensure that we value ECEC teachers, families and young children’s emotional 
well-being to provide a ‘new normal’ while we wait for the impact of the pandemic to subside.
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ENDNOTE

1  The education in the UK has been devolved to the regional nations, England, Scotland, Wales 
and Northern Ireland, all of which have a different response to ECEC provision and curriculums 
(Fairchild & Lander, in press).
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