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1 - Executive Summary 
1.1.1 - From Everyday Experience to Policy Reform: What Children and adolescents Say About a 

Good Life 

 

This report presents the insights, priorities, and proposals of more than 670 children and young 

people across the Faroe Islands, representing more than 30 languages. The data were gathered as 

part of a national reform process aimed at developing a new Child Welfare Act and strengthening 

child policy across sectors. The purpose was to ensure that childrenôs lived experiences, values, and 

proposals inform the development of a new Child Welfare Act and broader efforts to strengthen 

child well-being across society.  

 

The data collection, conducted through creative workshops, school visits, and inclusive dialogue 

formats, offers an unprecedented account of what children and adolescents themselves define as a 

good life ð and how systems can better support their well-being, rights, and development. 
 

1.1.2 - Childrenôs and adolescents Core Messages 

Across all formats and age groups, children and adolescents expressed a coherent and emotionally 

grounded understanding of what they need to thrive. Their contributions reveal five consistent 

priorities: 

1. Safety, Calm, and Emotional Presence: Children and adolescents need to feel safe, and to 

have calm, and supported spaces in their homes, kindergartens, schools, institutions and 

communities. Spaces where they feel protected, recognized, and emotionally secure. 

2. Belonging and Trustful Relationships: Building and maintaining friendships, feeling 

included, and having trusting connections with adults are essential for a sense of belonging 

and well-being. 

3. Play, Rest, and Creative Expression: Children and adolescents value time and space for 

play, creativity, relaxation, and meaningful leisure that allow them to express themselves 

freely and find peace. 

4. Fairness, Meaningful Participation, and Voice: They want to have a real say in shaping 

their surroundings ð whether it's in kindergarten, school, their local community, or the 

systems that affect their lives. They want their voices to matter and their contributions to be 

recognized. 

5. Access, Equity, and Early Support: Every child and adolescent should have equal 

opportunities for care, education, and development, with help available earlyðbefore crises 

escalateðregardless of their background or circumstances. 

These insights reflect everyday experiences: from the contents of lunchboxes and access to green 

spaces to feelings of exclusion, pressure, or joy. 

1.1.3 - Recommendations for Future Policies 

The childrenôs and adolescentsô inputs provide direction for a child and adolescent welfare system 

that is proactive, inclusive, and development oriented. Key recommendations include: 
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¶ Legally Protect Emotional Well-being, Play, and Rest: Integrate children's right to well-

being, play, and rest into legal frameworks as essential rights. 

¶ Implement Early and Needs-based Support Systems: Ensure support is accessible early 

and based on needs, not contingent on diagnoses or crisis escalation. 

¶ Guarantee Childrenôs Right to Participate in Decision-making: Secure childrenôs right 

to be heard and involved in decisions affecting their lives across schools, communities, and 

care settings. 

¶ Require cross-sectoral collaboration: Strengthen cooperation between caregiving, 

education, health, and social services to prevent gaps and ensure seamless support. 

¶ Invest in Inclusive Learning and Safe Community Spaces: Prioritize inclusive education, 

mental health support, and access to creative, green, and safe environments. 

¶ Measure Well-being Through Lived Experiences: Evaluate childrenôs and adolescentsô 

well-being based on how safe, included, and valued they feel, rather than solely on service 

access metrics. 

1.1.4 - Methodological Innovations 

The consultation used a mixed-method approach, combining structured data collection with creative 

tools (drawing, ranking, metaphors, and dilemmas). Generative AI was applied to analyse large 

volumes of quantitative and qualitative data, enabling real-time synthesis while ensuring human 

validation. The methodology proved effective across age groups and linguistic backgrounds, 

demonstrating that it is possible to design participatory methods that are inclusive, motivating, and 

analytically robust. 

1.1.5 - Final Reflections 

Children and adolescents in the Faroe Islands bring not just stories, but real solutions. They share 

their experiences, voice their hopes, and propose changes grounded in empathy, fairness, and 

connection. They understand not only what needs to change, but how change should happenð

relationally, inclusively, and with trust. Their perspectives challenge us to reshape laws, policies, 

and institutions to reflect their realities, not adult assumptions.  

This report is a call to act with them, not for them, and to build a society that values their presence, 

participation, and potential, a society where every child and adolescent is truly able to thrive. 
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2 - Key Learning Points 
The national consultation process has generated a rich foundation of insights from children across 

the Faroe Islands. Through creative workshops and inclusive facilitation, children expressed clear 

priorities, values, and visions for the future.  

 

The key learnings below summarise the most important themes and contributions that emerged 

from this work. 

1. Background and Vision: The data collection was launched with the clear ambition of 

involving children on their own terms in policy development. The overarching goal is to 

create improved conditions for childrenôs well-being and development through a new Child 

Welfare Act and adjustments to related sectoral legislation. 

2. Core Themes Identified by Children: Children consistently prioritised safety, inclusion, 

community, access to resources, and personal freedom. These themes reflect foundational 

elements of well-being and development across all age groups. Key issues such as social 

relationships, access to education, mental health, and opportunities for play and leisure were 

also emphasised as central to a good life. 

3. Proposed Solutions: Childrenôs recommendations included the creation of more inclusive 

environments, better access to leisure activities, stronger use of nature, reinforcement of 

community ties, improved coordination across institutions, and the protection of their right 

to be heard and to influence decisions. 

4. Connections to the UN Convention on the Rights of the Child (UNCRC): Childrenôs 

contributions reflected core UNCRC principles such as non-discrimination, the best interests 

of the child, and the right to participation. In many cases, the childrenôs ideas extended the 

Conventionôs scope by articulating contemporary needs and visions for the future. 

5. Broad Geographic Participation: Children and young people from educational 

institutions, special services, and day care centres across all regions of the Faroe Islands 

contributed to the knowledge base. This ensured a geographically balanced and inclusive 

representation of voices. 

6. Creative and Participatory Workshop Design: The conferences and local visits 

successfully engaged children in democratic dialogue. Workshops provided space for 

children to express their views through creative methods such as writing, drawing, and 

group collaboration. These approaches encouraged reflection, dialogue, and shared 

exploration of ideas. 

7. The Role of AI in Data Analysis: Generative AI was applied to analyse large volumes of 

data from conferences and institutional visits. It supported real-time pattern recognition and 

synthesis of input from both children and staff. A human-in-the-loop approach ensured that 

interpretations remained grounded in professional judgement and ethical standards. 
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3 - Background 

In March 2023, the Faroese Minister of Children and Education, in collaboration with other relevant 

ministries and the Association of Municipalities, launched a national initiative to create the best 

possible conditions for children and young people growing up in the Faroe Islands.  

The vision is to build a child-friendly society through coordinated, early, and sustainable support 

systems.  

The reform project draws inspiration from international best practices - particularly the "Icelandic 

model" - and aims to establish an integrated, rights-based strategy anchored in prevention, long-

term investment, and strong collaboration across sectors. With a unified national vision and strategy 

now in place for the period up to 2030, the focus is on implementation, impact, and securing a 

better future for every child. 

A key element is the development of a new cross-sectoral Child Welfare Act, where childrenôs 

perspectives form the foundation of policy design. To that end, extensive data has been collected 

through child conferences and institutional visits, focusing on life at home, in the community, at 

school and day care, and during leisure time. 

3.1 - Readerôs Guide 

This report is intended for a broad and engaged audience working to realise the vision of making 

the Faroe Islands the best place in the world to grow up. Key target groups include politicians, child 

representatives from participating workshops, agency and department directors, professionals across 

the child and youth sector, and those who took part in the national conferences and data collection. 

In addition, the report may be of interest to trade unions, the media, and civil society organisations 

that engage in childrenôs rights and well-being. 

The report begins with its core conclusions and recommendations to ensure that strategic decision-

makers and time-constrained readers can access the key insights immediately. These findings are 

then elaborated throughout the report with supporting analysis, child quotations, and contextual 

commentary. 

The insights of this report are already informing several parallel tracks within the broader reform 

project, including legislative development, policy design, local pilot efforts, and sector-based 

transformation. In the coming period, follow-up knowledge seminars and dialogues will be held in 

various professional and political settings to further explore and develop the findings presented 

here. 

Finally, the report is accompanied by a substantial body of empirical data that may serve as a 

valuable foundation for further studies, thematic deep dives, and cross-disciplinary collaboration. 

The material is suitable for use in professional training, research, public administration, and 

policymaking. 
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3.2 - Analytical Perspective and Prioritisation 

This report primarily adopts a child-centred perspective. The analyses are guided by what children 

themselves express, need, and hope for - in their own words, drawings, stories, and proposals. 

Childrenôs lived experiences and reflections form the foundation for the conclusions and 

recommendations throughout the report. 

In addition to the primary focus on childrenôs voices, the report also integrates secondary 

perspectives from other key stakeholders involved in children's lives. These include professionals 

such as teachers, pedagogues, researchers, and public authorities. Their viewpoints contribute 

important contextual insights and help to highlight systemic patterns and opportunities for 

improvement in cross-sector collaboration. 

3.2.1 - Language and Translation Note 

This first edition of this report, prepared for the seminar on 12 May 2025, has been written in 

English. This makes the content more accessible to English-speaking child representatives, 

teachers, and researchers who have participated in the data collection. A full Faroese version of the 

report will be published later in May to ensure broad local dissemination and dialogue. 

3.2.2 - Data Foundation 

The data collected in spring 2025 provides a broad and diverse empirical foundation that reflects the 

lived experiences, needs, and hopes of children across different contexts in the Faroe Islands. The 

overall data set includes voices from children aged approximately 3 to 18, and spans a wide range 

of life situations, including children in mainstream education, day care institutions, minority 

backgrounds, vulnerable life conditions, and specialised care settings.  

Each group was invited through structured workshop formats or facilitated group dialogues. The 

representation of children in vulnerable positions and those in specialised or non-mainstream 

environments is a particular strength of the dataset. 
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Moreover, the data reflects a balance across urban and rural contexts, as well as a range of 

institutional environments (schools, kindergartens, residential care, and community-based services). 

All data collected from smaller or particularly sensitive groups has been fully anonymised, and no 

personal or identifiable information is traceable in the dataset. This ethical foundation ensures the 

integrity and confidentiality of every childôs contribution, while still enabling the analysis of 

meaningful group patterns. 

Child Group Participants Age Range Collection Dates Locations 

Student Council Representatives 365 
Grades 1 to upper 

secondary 

21ï23 Jan and  

20 Mar 2025 
Nordic House 

Preschool-aged Children 

(Daycare, Kindergarten) 
172 3ï7 years 

19 Mar (NLH) and  

29 Apr (Salt) 
Nordic House and Salt 

Children in Special Education 46 7ï18 years 
1, 2, 3, 23, 24, 28, 29, 

30 April 2025 

Four schools across urban 

and rural areas 

Children in Foster Care or at Risk 

of Poverty 
8 7ï20 years 29 Apr ï 5 May 2025 

Barnabata and care 

institutions 

Multilingual and Culturally 

Diverse Children 
80 

3rd grade to 21 

years 
18 Mar 2025 Nordic House 
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The national consultation was carried out through three coordinated rounds of data collection, 

combining structured workshops, targeted institutional visits, and inclusive facilitation methods. 

Altogether, over 670 children participated across these three rounds. Each one given the opportunity 

to express themselves in age-appropriate, safe, and context-sensitive ways: 

¶ Conference 1 (Nordic House, January 2025) engaged 365 children and young people from 

student councils, spanning public and independent schools, as well as upper secondary 

education. Most participants were part of mainstream schooling. The data was gathered 

through structured, dialogue-based workshops focused on childrenôs everyday experiences, 

rights, and visions for the future. 

¶ Conference 2 + 3 (Nordic House and Salt, March and April 2025) focused on younger 

children aged 3ï7 from day care centres, preschools, and children with multilingual or 

foreign backgrounds. 252 children participated. Data collection formats were adapted to 

support non-verbal and creative expression, including play-based conversations, drawing, 

and storytelling. Language interpretation was offered across twelve languages to ensure 

inclusion. 

¶ Data Collection Round 4 (AprilïMay 2025) involved local institutional visits and focused 

workshops with children in special education, foster care, poverty risk, and children with 

disabilities or neurodiverse profiles. This round included contributions from 46 children in 

special education, and smaller, anonymised inputs from children in foster care or social care 

institutions. Methods were tailored to individual communication needs, including visual 

supports, guided interviews, and flexible workshop formats. These settings provided in-

depth insights into the everyday realities and complex support needs of children in 

vulnerable life situations. 

3.2.3 - Linguistic Diversity and Inclusive Facilitation 

The data collection reflects remarkable linguistic diversity, with children speaking 31 different 

languages across all sessions. This highlights the evolving demographic reality of the Faroe Islands: 

a small, open society that includes children from a wide range of cultural and linguistic 

backgrounds including newcomers, migrants, and refugee families. It is a testament to the Faroese 

context as both globally connected and locally rooted. 

Languages that were facilitated or interpreted during the workshops are shown in bold 

Afrikaans Amharic Bisaya Cebano Creole Danish English Ewe 

Faroese French German Ghanaian Greek Hindi  Hungarian Icelandic 

Igbo Indonesian Javanese Kinaray-a Lao Nepali Norwegian Polish 

Portuguese Russian Spanish Swahili Tagalog Thai Ukrainian  

Twelve of these languages were actively facilitated or interpreted during the national conferences 

and associated workshops, demonstrating the logistical and pedagogical success of the organising 

team in ensuring inclusive participation. Children were engaged in their own or preferred 

languages, enabling them to express themselves more confidently and authentically. This effort not 

only made space for multilingual expression but also showed that meaningful child engagement is 

possible even when linguistic needs are highly diverse. 
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4 - PART 1 ς Conclusions and Recommendations 

4.1 - What Does the Data Show? 

This section offers a comprehensive synthesis of insights drawn from all thematic sub-sections in 

Part 1 - What Children Say About a Good Life and the Future. The data collected across workshops, 

surveys, and consultations reveals a high level of consistency in how children understand well-

being, safety, and development as well as divergences depending on age, life situation, and support 

needs. 

¶ Cross-segment conclusions: Across all child groups, well-being is rooted in physical and 

emotional safety, caring adult relationships, the ability to play and rest, and the experience 

of being heard. Children highlight the importance of fair treatment, access to opportunities, 

and everyday dignity. 

¶ Divergences across subgroups: Children in vulnerable situations report higher exposure to 

instability, stigma, and unmet basic needs. Children with disabilities seek relational 

consistency and tailored environments. Multilingual children call for inclusive 

communication, while adolescents express concern about mental health and performance 

pressure. Young children depend heavily on adult interpretation of their non-verbal needs. 

4.2 - Key Considerations for the Development of a New Child Welfare Act 

The insights from children call for a legal framework that is rights-based, inclusive, and grounded 

in real life. A new Child Welfare Act should address the everyday realities children face, while also 

equipping systems and adults to act early, consistently, and with care. 

¶ Identified gaps and needs: Children describe fragmented support systems, slow or absent 

responses to distress, and symbolic rather than meaningful participation. Many also 

experience settings that are overstimulating, emotionally unsafe, or misaligned with their 

needs. 

¶ Principles for legislative development: The law should reflect key child rights 

(participation, protection, equality), ensure relational continuity, recognise neurodiversity 

and social inequality, and include emotional well-being as a legal concern and not just an 

educational or health matter. 

4.2.1 - Preliminary Recommendations ï Inputs to the Legislative Development Process 

Based on childrenôs voices, the following should be considered in the drafting of the law: 

¶ Protect childrenôs access to rest, play, safety, and participation across all environments. 

¶ Secure early, low-threshold support based on need and not just on diagnoses. 

¶ Ensure every child has someone they trust who follows up and listens. 

¶ Recognise mental well-being as part of daily rights and institutional obligations. 

¶ Make childrenôs perspectives visible in law, service coordination, and regulatory structures. 

¶ Require inclusion in decision-making at the individual, group, and system level. 
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4.2.2 - Lawmaking for Children: Responding to Today and Anticipating Tomorrow 

When designing legislation for children and youth, a fundamental question arises: should laws 

respond primarily to the urgent challenges of today, or should they anticipate the structural shifts 

of the next decade?  

In practice, effective lawmaking must do both. Child welfare legislation, particularly if it aims to 

integrate multiple sectors, must address pressing issues such as inequality, mental health, and 

fragmented services. But because reforms are rarely revised at short intervals, they must also reflect 

emerging societal trends that are likely to define children's lives in 10 to 15 years from now. 

The data gathered from children already hints at some of these shifts: increased digital presence, 

blurred boundaries between home and institutions, heightened social pressure, and emotional 

fatigue. These experiences align with broader megatrends identified in policy dialogues and 

foresight analyses. For example, demographic changes, climate concerns, evolving family 

structures, and rising expectations for individual performance are not just future projections, they 

are slowly materialising in childrenôs everyday reflections. 

4.2.3 - Emerging Trends and Future Regulatory Needs 

In this light, legislation must not only reflect what is difficult to manage today, however 

institutionally nudge systems toward resilience and alignment with the needs of tomorrowôs 

childhoods. This includes integrating long-term vision through mission-oriented frameworks, 

collective impact models, and principles of institutional design that supports relational continuity 

and adaptability. Future-facing laws must, in essence, be grounded but not static. They must evolve 

from what children currently experience into what they will inevitably face. 

The table below present a series of societal trends that are expected to shape children's lives and the 

institutional landscapes surrounding them between now and 2035. While some of these 

developments are already visible in the data collected from children and professionals, others 

represent early signals that may become more pronounced over the coming years. 

Importantly, these trends are not fixed destinies. They are potential trajectories shaped by 

technological change, demographic shifts, policy developments, and cultural norms that can be 

influenced or redirected through institutional choices. Lawmakers, practitioners, and civil society 

actors all play a role in how these trends unfold. As such, a child welfare law that is future-oriented 

must not only respond to todayôs realities but also anticipate and shape the conditions under which 

children grow up. 

The tables offer a comparative view of how each theme is evolving from 2020 to 2030 and 

highlight potential areas of legislation and governance to consider in the 2035 horizon. 
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Trend / Theme 2020 2030 Regulatory Areas 2035? 

Family Forms and 

Life Structures 

Dominance of the heteronormative 

family 

Greater diversity in family forms 

(rainbow families, shared parenthood 

arrangements) 

Legal grey zones around parental roles 

and guardianship 

Demography and 

Outmigration 

Low child density in rural villages 

and outer islands 

Continued centralisation creates 

uneven access to services 

Legislation challenged by geographically 

unequal service needs 

Migration and In-

migration 

Low immigration, mainly from 

Nordic countries 

Increased immigration from Eastern 

Europe and Asia in specific sectors 

Cultural encounters raise new demands 

for multilingualism and inclusion 

Technological 

Environment 

Parenting focuses on screen-time and 

technology criticism 

Internet of Things and wearables in 

homes and institutions 

Children gain digital profiles before 

school age ï unregulated data 

frameworks 

Digitalisation in 

Institutions 

Screen use is mainly regulated 

through pedagogical practice 

Expanded use of adaptive AI learning 

systems and care robots 

Need for regulation of data privacy and 

algorithmic accountability 

Labour Market 
Parents have stable jobs and fixed 

working hours 

Platform economy and freelance 

work affect daily family routines 

Care systems challenged by flexibility 

and unpredictability 

Institution al Learning 
Separation between care, schooling, 

and leisure 

Increasing hybridity: learning, well-

being, and health are integrated 

Need for new cross-sectoral legislation 

on institutional frameworks 

Early Learning and 

Neurodiversity 

Language stimulation and universal 

learning initiatives 

Differentiated pathways for children 

with diverse cognitive profiles 

Legal requirements for inclusive design 

and neurodiverse learning environments 

Ethics and Childrenôs 

Rights 

UN Convention on the Rights of the 

Child formally incorporated into law 

Debates on children as autonomous 

digital actors 

New legal requirements on digital 

consent and representation rights for 

children 

Climate and 

Sustainability 

Environmental education is voluntary 

and non-mandatory 

Green citizenship education becomes 

integrated in curricula 

New child citizenship rights linked to 

climate responsibility 

Mental Health 
Focus on prevention in day care and 

schools 

Well -being crisis among children and 

youth due to social media and 

performance pressure 

New demands for cross-sectoral mental 

health legislation 

Digital Well -being 
Focus on physical health and general 

well-being 

Increased attention to screen fatigue 

and social media impacts 

Regulation of digital mental health 

interventions and responsibility for 

digital environments 

Diagnosis and Needs-

Based Support 

Special support primarily follows 

formal diagnoses ð long wait times in 

child psychiatry 

Growing pressure on specialist 

services and need for early 

intervention without diagnosis 

Development of interdisciplinary 

assessment systems; legislation must 

clarify responsibility 

Relational 

Communities 

Focus on early childhood education as 

community-building spaces 

More children grow up in shifting 

family constellations and parallel 

communities 

Institutions must accommodate fluid 

social affiliations ð need for flexible 

norms and pedagogy 

Hybrid Environments 
Focus on physical and social safety in 

early childhood settings 

Increased overlap between physical 

and digital spaces 

New concept of protection: algorithmic 

surveillance, digital violations, 

home/school monitoring 

Parental Engagement 

and Partnerships 

Parenting guidance offered to 

vulnerable families 

Higher expectations for active, 

digitally coordinated parenting 

Increased demands for digitally 

informed and participatory parenting ð 

with risk of inequality 

Play, Creativity and 

Productivity 

Play valued as pedagogical method 

and intrinsic good 

Rising pressure on learning outcomes 

and test performance 

Future debate on the value of play - 

need for protection through policy and 

law 

Decision-making 
Children are heard in specific cases, 

especially in out-of-home care 

Participation institutionalised in 

student councils and municipal child 

panels 

Child democracy on the agenda - 

demands for influence in daily life, 

personal cases, and data 

Welfare Professions 
Shortage of teachers and educators. 

High turnover ï burnout and attrition 

Growing difficulty managing children 

with special needs ï more issues 

referred to schools 

Systemic challenge in maintaining 

professional capacity 

Cross-sectoral 

Coordination 

Focus on collaboration in special cases 

and for vulnerable children 

Increased emphasis on holistic 

pathways and network models 

Digital infrastructure for cross-sectoral 

child services - legal/ethical issues with 

data linking 

Views of Children 
Focus on shared conceptual 

frameworks and values 

Growing need for cross-professional 

competence development 

Law may mandate shared views of 

children and professional ethics - 

challenging sector autonomy 
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4.3 - Strategic Considerations for Policy and Sector Development 

While the law provides the framework, implementation depends on sector-specific and cross-

sectoral alignment. Childrenôs perspectives point to the need for strategic and systemic coordination 

and change beyond compliance. 

4.3.1 - Mission-Oriented Development and Collective Impact 

Mission-Oriented Development and Collective Impact are gaining traction as development 

approaches in public sector reform and leadership strategies across the Western world including the 

Nordic countries. And for good reason. These approaches offer a shift from siloed, problem-driven 

responses to collaborative, long-term solutions anchored in shared public value. They enable actors 

across sectors and levels to work toward common goals, align resources, and create measurable 

impact through joint accountability. By focusing on missions rather than isolated interventions, they 

promote innovation, adaptability, and inclusion, making them well-suited for addressing complex 

challenges such as child well-being. 

Mission-oriented development is a framework for public sector innovation that sets clear, bold, and 

shared objectives. Rather than addressing fragmented problems in isolation, a mission defines a 

common societal goal such as ensuring every child has the right to a safe and thriving childhood 

and mobilises actors across sectors, levels, and disciplines to work toward that goal. Missions 

provide direction and legitimacy for long-term investment, policy alignment, and innovation in 

service delivery. 

Collective impact is a method for collaborative governance and systemic change. It is based on the 

idea that no single actor or institution can solve complex social problems alone. Instead, lasting 

change requires a structured form of cross-sector collaboration, where stakeholders commit to a 

shared agenda, use common indicators to measure progress, and coordinate efforts continuously 

through a central backbone function. 

Together, these two frameworks offer a practical and strategic logic for reform. They shift the focus 

from reactive, fragmented interventions to proactive, systemic alignment based on shared 

responsibility and measurable outcomes. In doing so, they acknowledge that childrenôs lives are 

interconnected across institutions, and that effective responses require long-term, cross-sectoral 

collaboration. Specifically, they call for: 

¶ Defining shared, long-term public goals for what constitutes a good childhood and youth. 

¶ Anchoring implementation in network governance models that align actors around these 

goals. 

¶ Mobilising multiple sectors - education, health, social services, civil society toward common 

outcomes. 

¶ Using data and feedback loops to track progress and adapt over time. 

This approach allows change to be sustained not through isolated reforms, but through a continuous 

process of joint learning, coordination, and accountability across the system. 

The child welfare reform builds on these foundations. It defines clear public missions related to 

childhood well-being and embeds them into the legal, institutional, and professional frameworks 
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that support children every day. This approach ensures that the law does not stand alone but serves 

as a catalyst for coordinated action, learning, and accountability across the entire system. 

4.3.2 - Proposed Cross-Sectoral Sub-Missions 

To move from principles to practice, this analysis encourages the formation of strategic 

communities of action. These communities can operate across institutions, sectors, and local 

contexts to implement targeted priorities that align with the overarching mission of child well-

being. Based on recurring patterns in the data, this analysis proposes the following illustrative sub-

missions not as a final or exhaustive list, but as inspiration for collective efforts: 

¶ Every child has a right to emotional safety and trusted relationships. 

¶ All children experience inclusive and meaningful education. 

¶ Children and youth participate in decisions that shape their lives. 

¶ Support follows needs, not diagnoses or administrative categories. 

¶ Children have time and space for play, creativity, and rest. 

Each sub-mission reflects a central theme voiced by children and professionals alike and offers a 

concrete focus for collaboration, innovation, and measurable progress. Municipalities, ministries, 

institutions, and civil society organisations can shape their contributions by aligning with one or 

more of these ambitions, while tailoring actions to their own context and capacity. 

4.3.3 - Preliminary Recommendations for Sector Development 

To realise the ambitions of a child-centred and future-oriented welfare law, each sector must 

contribute actively to structural and cultural change. While a Children Welfare Act provides a 

common framework, sector-specific strategies are needed to bring it to life. The following 

recommendations outline how key sectors can support the mission through aligned priorities and 

actions: 

4.3.3.1 - Education 

¶ Prioritise emotional safety and relational pedagogy alongside academic outcomes. 

Childrenôs capacity to learn is fundamentally shaped by whether they feel safe, seen, and 

supported. Day care institutions and schools should adopt pedagogical approaches that 

foster trust, inclusion, and emotional expression. This includes redesigning classroom 

environments, rethinking discipline practices, and training educators in relational methods. 

Emotional well-being should be seen not as a soft extra, but as a foundation for learning. 

4.3.3.2 - Health and Mental Health 

¶ Integrate preventive emotional care in institutions and community settings. Mental 

health support must move upstream. Services should be embedded in childrenôs everyday 

environments such as schools, day care centres, and youth spaces where signs of distress can 

be recognised early and addressed through low-threshold interventions. This includes access 

to mental health professionals, as well as training for non-clinical staff in basic emotional 

support and referral practices. 
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4.3.3.3 - Social Services 

¶ Reduce system fragmentation and strengthen early intervention. Children often describe 

support systems as disconnected and difficult to navigate. Social services must coordinate 

more effectively with day care centres, schools, health providers, and families to provide 

holistic, timely support. This requires shared case management, stable contact persons, and 

flexible pathways to support that are based on individual needs rather than administrative 

thresholds or diagnoses. 

4.3.3.4 - Local Government and Municipalities 

¶ Build participatory structures where children can co-shape environments. 

Municipalities play a vital role in implementing child-centred policies at the local level. 

They should establish participatory mechanisms such as child and youth councils, 

participatory budgeting, network coordinator roles, and school-level forums where 

childrenôs voices are not only heard but used to inform decisions. Local leadership should 

ensure that inclusion, equity, and child rights are not only legal requirements, but cultural 

norms. 

4.3.3.5 - Data, Learning, and Evaluation 

¶ Monitor not just service delivery, but childrenôs lived experiences. Evaluation systems 

should include indicators that reflect childrenôs actual experiences of safety, belonging, 

influence, and well-being. This means combining quantitative data with qualitative insights 

and feedback loops that involve children as informants, co-analysts, and contributors to 

local changes and polity making. 
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5 - PART 2 ς Analytical and Developmental Framework 

5.1 - Introduction to the Two Parts of the Analysis 

This chapter presents the main analytical findings and introduces the strategic quality development 

model that structures both the analysis and the dialogue across the initiative. The purpose of this 

analytical section is to offer a coherent, evidence-informed understanding of the conditions shaping 

childrenôs lives in the Faroe Islands today - as described by the children themselves, and in 

interaction with key institutions. 

The structure of the analysis is based on the strategic quality development model, which has been 

presented, discussed, and formally approved by the Steering Committee of the reform project. The 

model serves both as an analytical tool and a guiding framework for systemic change. It consists of 

two interdependent parts: 

¶ Part 1 focuses on promoting a good life for children and young people through access to 

health, education, safety, participation, and meaningful relationships. 

¶ Part 2 addresses the development of societal actors and institutions including legislation, 

professional practice, cross-sectoral collaboration, and data-informed governance which are 

essential to realizing children's rights and well-being. 

 

The model has not only guided this reportôs internal structure but also shaped the professional 

presentations and thematic discussions at the national seminar held on 12 May 2025. By integrating 

childrenôs voices with strategic focus areas, the model facilitates a cross-cutting approach that 

supports dialogue, coordination, and alignment between practice, policy, and research.  
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5.2 - The strategic quality development model 

The development and use of a strategic quality development model for the child and youth sector in 

the Faroe Islands is essential to ensure the systematic, holistic, and sustainable implementation of 

policy initiatives. The strength of a strategic quality development model lies in its capacity to 

provide a targeted foundation for decision-making, with childrenôs well-being and rights at the 

centre. The model ensures policy coherence, enables prioritisation of areas over time, and fosters 

broad-based support among politicians, professionals, and civil society. Furthermore, it facilitates 

systematic follow-up and evaluation, allowing for ongoing improvement. 

The model is informed by research and systemic approaches from countries including Iceland, 

Denmark, Sweden, and Scotland. 

¶ Iceland, through the implementation of FarsÞldarlºgin (Childrenôs Prosperity Act), has 

established a strong model for early intervention and cross-sectoral collaboration. These 

experiences demonstrate how a new legislative framework and enhanced strategic 

cooperation between national and municipal levels can enable the development of new 

preventive measures. 

¶ Scotland, through the Children and Young People (Scotland) Act 2014, has worked towards 

an integrated child policy. The accompanying national performance model ensures holistic 

sector development, informed by data and research. In addition, the country is currently 

strengthening its implementation of the UNCRC within public authorities. 

¶ Denmark is in the process of implementing Barnets Lov (The Childôs Act), focusing on 

child-centred municipal services and rights. Parallel experiences from the regional initiative 

De Små Børns Bornholm illustrate how systems thinking, early intervention, and civil 

society engagement can ensure coherent support for children and families. 

¶ Sweden, through initiatives such as Kronobarnan in Kronoberg County, has developed a 

systems-based model that integrates health and social services for children and young 

people. 

What these cases have in common is a child-centered approach in which the UN Convention on the 

Rights of the Child serves as the foundation for new legislation and pedagogical development tools. 

Many of the initiatives are also inspired by the Scottish approach Getting it Right for Every Child 

(GIRFEC), which since the mid-2000s has served as an international model for cross-professional 

collaboration and integrated child support. 

The model consists of two interdependent parts, which operate in continuous interaction and mutual 

influence. One part cannot be realised without the other. Their interplay resembles the structure of 

an infinity loop. Strong structures and coordination within society's institutions create the necessary 

conditions for children's well-being and development, while childrenôs needs and experiences 

inform and enhance institutional strategies and practices. 

5.2.1 - Promoting a good life for children and young people in the Faroe Islands 

The left side of the model focuses on the factors that enable a safe and supportive environment for 

children and young people. It supports child well-being by ensuring access to healthcare, education, 

social relations, safety, and cultural activities. Central to the model is a broad understanding of child 

well-being that includes both physical and mental health, as well as social and democratic 
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participation. The goal is also to ensure that all children have access to relevant services, regardless 

of their social or geographic background. 

A core assumption is that strengthened early intervention benefits both the individual child and 

society. The value of early action is supported by James J. Heckmanôs theory of social investment. 

Investments made from birth through the early school years can yield high returns across a lifetime. 

Early childhood healthcare, pedagogy, and social support can significantly improve childrenôs 

cognitive and social skills, which in turn enhances educational attainment and employment 

prospects. Icelandôs FarsÞldarlºgin (Childrenôs Prosperity Act) and the programme design in 

Bornholm are examples of applying this investment logic. 

The model includes eight key focus areas: 

1. Health and mental well-being. Preventive health efforts, early identification, and access to 

relevant services should ensure that children receive timely support. This includes physical 

health, nutrition, sleep, exercise, and mental well-being. 

2. Learning and development. Children thrive in safe and stimulating learning environments. 

Early intervention, language development, and cognitive and social skill-building are crucial 

in preschools and schools. 

3. Social relationships and belonging. Childrenôs well-being is closely tied to their social 

connections and sense of community. Initiatives should support friendships, family ties, and 

inclusive environments in education and leisure. 

4. Safety and protection. Children must grow up in stable, secure settings, free from neglect, 

violence, and abuse. A robust child protection system, safe school and recreational 

environments, and cross-sector coordination are key. 

5. Quality of life and social equality. Social inequality directly affects childrenôs life 

opportunities. Economic support, inclusive services, and targeted interventions are needed to 

ensure equal access for all. 

6. Care and upbringing. For most children, the family is the primary foundation for 

development. Support for parenting, flexible services, and family-centred approaches are 

critical to secure healthy childhoods. 

7. Play, culture, and leisure. Access to play and creativity is fundamental to child well-being. 

Participation in sports, arts, and cultural activities fosters learning, inclusion, and resilience. 

8. Democracy and child participation. Childrenôs voices must be included in decisions 

affecting their lives. Structures and policies must be developed to ensure meaningful 

participation in schools, early childhood settings, and personal development plans. 

 

5.2.2 - Strengthening Faroese institutions and services 

The right side of the model focuses on how institutions and systems in society can support child 

development. This includes legislation, implementation strategies, knowledge-building, and 

networked collaboration. The aim is to build a sustainable, coordinated system that protects 

childrenôs rights and ensures their well-being. 

The six key focus areas are: 
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1. A good life for children and young people. The goal of public systems and services must 

be to support a positive childhood and youth experience. A holistic approach combining 

health, learning, and social inclusion is essential. Daycare, schools, leisure, and community-

based support must offer both preventive and supportive interventions. 

2. Legislation, social contracts, and child rights. Childrenôs rights must be embedded in 

national legislation through full implementation of the UN Convention on the Rights of the 

Child. Cross-sector child rights frameworks and guidelines must be developed to ensure that 

children are heard and respected in decision-making. 

3. Timely, cross-sectoral, and sustainable services. To ensure integrated support for children 

and families, local, regional, and national actors must coordinate interventions. Sustainable 

models are needed for integrating education, health, and social services around the needs of 

children. 

4. Research, data, and evaluation. Evidence-based policy and practice require systematic 

data collection and analysis. A national dashboard should monitor child well-being and track 

the effects of political and organisational measures. 

5. Networked collaboration and public leadership. Strong networks among municipalities, 

authorities, civil society, and private stakeholders are essential. Formalised collaboration 

models and shared leadership structures can enable co-creation and innovation. 

6. Professionalism and child perspective. All professionals must be continuously supported 

in developing skills and a shared understanding of children as competent actors. Training 

programmes and cross-sector knowledge exchange are essential for a child-centred 

professional culture. 

5.3 - Anchoring the Reform in the UN Convention on the Rights of the Child 

The UN Convention on the Rights of the Child provides a legally and ethically binding framework 

for all policies, laws, and practices affecting children. As such, the proposed child welfare reform 

must comply with the Convention and actively use it as a foundation for lawmaking, service design, 

and professional development.  

The Convention affirms childrenôs right to protection, participation, provision, and identity, and 

these principles must be reflected not only in legal texts, but also in the cultures and practices of 

institutions that interact with children every day. This includes ensuring that emotional well-being, 

non-discrimination, and the childôs best interests are embedded in everyday decision-making, cross-

sector collaboration, and the ethos of public professionals. 

5.3.1 - Using the Convention as a Reference Framework in the Report 

Throughout this report, the UN Convention on the Rights of the Child is used to contextualise and 

strengthen the voices of children. Their priorities, concerns, and suggestions are consistently linked 

to specific rights such as the right to be heard (Article 12), the right to education (Articles 28ï29), 

the right to protection from harm (Article 19), and the right to rest, play, and leisure (Article 31).  

By situating childrenôs recommendations in relation to the Convention, the report highlights that 

what children are asking for is both desirable and a matter of rights. This approach makes visible 

where current systems fall short and provides a normative compass for aligning future reforms with 

international obligations. 
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Article  Right Explanation 

1 Definition of a Child Every person under 18 is considered a child unless otherwise stated by law. 

2 Non-discrimination All children have equal rights without discrimination. 

3 Best Interests of the Child The child's best interests must be a top priority in all decisions. 

4 Implementation of Rights Governments must take steps to realise childrenôs rights. 

5 Parental Guidance Parents must guide children in exercising their rights. 

6 Right to Life and Development Children have the right to life, survival, and development. 

7 Name and Nationality Every child has the right to a name, nationality, and to know their parents. 

8 Identity  Children have the right to preserve their identity and family ties. 

9 Separation from Parents Children should not be separated from their parents unless necessary for their well-being. 

10 Family Reunification Children have the right to reunite with family across borders. 

12 Freedom of Expression Children have the right to express their views and be heard. 

13 Access to Information Children have the right to access information and media. 

14 Freedom of Thought and Religion Children have the right to think freely and choose their religion. 

15 Freedom of Association Children may join peaceful groups and meetings. 

16 Privacy Children have the right to privacy in family and personal matters. 

17 Media Access Children should have access to diverse and appropriate media. 

18 Parental Responsibility Both parents share responsibility for raising the child. 

19 Protection from Abuse Children must be protected from all forms of violence and abuse. 

20 Special Protection Children without family support have a right to special care. 

21 Adoption Adoption must prioritise the child's best interests. 

22 Refugee Children Refugee children have the right to protection and assistance. 

23 Children with Disabilities Children with disabilities have the right to live with dignity and support. 

24 Health and Healthcare Children have the right to the best possible healthcare. 

25 Review of Placement Children in care have the right to regular review of their treatment. 

26 Social Security Children have the right to social security and benefits. 

27 Standard of Living Children have the right to a standard of living adequate for development. 

28 Right to Education Children have the right to free primary and accessible secondary education. 

29 Aims of Education Education must develop the child's abilities and respect for rights. 

30 Minority Rights Children have the right to enjoy their own culture and religion. 

31 Leisure and Culture Children have the right to rest, play, and take part in cultural life. 

32 Protection from Exploitation Children must be protected from economic exploitation. 

33 Protection from Drugs Children must be protected from drug abuse. 

34 Protection from Sexual Exploitation Children must be protected from sexual exploitation and abuse. 

35 Protection from Trafficking Children must be protected from human trafficking. 

36 Protection from Other Exploitation Children must be protected from all other harmful exploitation. 

40 Fair Treatment in Justice System Children accused of breaking the law have the right to fair treatment. 
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6 - Analysis: A Good Life for Children and Youth (Part 1) 

This chapter presents a thematic analysis of what constitutes a good life for children and young 

people in their own words. Drawing on qualitative material from workshops, school visits, and 

creative activities, the analysis is structured according to the eight core domains of the Strategic 

Quality Development Model. Each subsection reflects a distinct aspect of childrenôs everyday lives: 

from health and learning to belonging, care, safety, play, equality, and participation. 

The chapter is grounded in direct contributions from children across different age groups, life 

situations, and geographic areas. Their reflections highlight both positive experiences and systemic 

challenges. Across themes, children consistently emphasise the importance of emotional safety, 

trusted relationships, meaningful activities, and the opportunity to be heard and taken seriously. 

They describe how small everyday moments like a quiet room, a kind adult, time to play, or being 

asked for their opinion can make a big difference. At the same time, many reports unmet needs, 

such as lack of support, limited access to leisure, unequal treatment, or feeling excluded from 

decisions that affect them. 

 

Each thematic section concludes with a synthesis of childrenôs identified needs, their own 

suggestions for change, and a link to relevant articles in the UN Convention on the Rights of the 

Child. Together, these insights offer a powerful lens on childrenôs lived realities and a strong 

foundation for future political action. 
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6.1.1 - Health and mental well-being 

Childrenôs perspectives on health and mental well-being reflect a deep awareness of what 

contributes to feeling safe, balanced, and emotionally supported. Their insights span home 

environments, leisure activities, educational settings, and special care arrangements. While children 

express concern about bullying, overstimulation, and lack of trusted adults, they also highlight 

positive dimensions: many find joy in nature, pets, and play, and some describe strong connections 

with caring adults who listen and understand. These relationships and routines provide essential 

foundations for mental well-being. 

6.1.1.1 - Home and Local Environment 

Children across all age groups describe emotional well-being as closely linked to the presence of 

safe, loving adults and predictable routines at home. Stability, kindness, and feeling noticed are 

central needs. Some children express this through quiet reflections on family life, others through 

pointed critiques of adult behaviour. For many, a ñgood lifeò begins with being cared for and 

respected by those closest to them. Children who live in unstable conditions or have experienced 

neglect often describe a longing for attention and relational safety. Their mental health is shaped not 

just by access to care, but by everyday gestures of recognition, warmth, and presence. 

Privacy is another fundamental need, especially for older children. Having a room of one's own 

represents a sense of agency, dignity, and calm. Several children note that sharing rooms with 

siblings or lacking a private space contributes to stress, emotional overload, and sometimes conflict. 

Personal space allows them to manage overstimulation and process difficult feelings on their own 

terms. 

At the same time, children often describe nature and animals as emotionally soothing. Flowers, 

grass, birds, and pets are not just aesthetic pleasures but key sources of joy, calm, and self-

regulation. Several children even imagine gardens, forests, and pet zones within their ideal schools 

or homes. 

6.1.1.2 - Leisure and Health 

Play and physical activity are vital to children's mental health. Children consistently describe 

outdoor movement, especially with peers, as something that ñclears the head,ò provides joy, and 

supports friendships. Football, climbing, running, or simply ñbeing outside in good weatherò were 

all associated with freedom and well-being. While not all children are enrolled in organized 

activities, many describe unstructured play as one of the few spaces where they feel mentally 

balanced. 

Children also describe strong bodily connections between food, rest, and emotions. Feeling hungry, 

overtired, or physically neglected directly influences their emotional regulation and mood. Some 

describe erratic sleep patterns; others note a direct loss of appetite when under stress. In vulnerable 

families, access to nutritious food or rest may be limited, which further compounds emotional 

strain. 

Technology plays a complex role in childrenôs mental lives. While gaming, watching YouTube, or 

chatting online is often described as a source of comfort or connection, many children are also 
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aware of the isolating effects of too much screen time. Some describe it as a necessary escape, 

others as a self-defeating cycle that leads to loneliness or stress. Children reflect thoughtfully on 

their own habits, acknowledging both enjoyment and harm. 

Solitude is another way children regulate their emotional states. Some describe rituals like 

showering for long periods as strategies for avoiding conflict or finding calm. Others emphasize the 

importance of being left alone, of having the freedom to "not do anything" and recover on their own 

terms. 

6.1.1.3 - Educational and Institutional Settings 

Childrenôs health and mental well-being are deeply affected by the institutional environments they 

encounter whether these are regular schools, special education settings, residential care institutions, 

or periods of non-enrolment. Across these varied contexts, children consistently describe their 

everyday experiences in relation to safety, stress, support, and inclusion. 

A recurring and painful theme are the experience of bullying and adult inaction. Children from both 

mainstream and special educational settings report instances of emotional or physical bullying, 

exclusion, and verbal harassment without adequate adult intervention. Children express frustration 

and sadness over not being believed or supported when reporting such incidents. This perceived 

absence of protective adults contributes directly to anxiety, anger, and withdrawal. 

Beyond peer conflicts, children often describe their institutional environments as noisy, 

overstimulating, and emotionally unsafe. This is especially true for children with neurodiverse 

needs or previous trauma. Schools and group settings with strict routines, high expectations, and 

little room for individual rhythms can exacerbate stress. Children in both special and mainstream 

settings ask for calmer, more predictable environments and spaces to retreat when overwhelmed. 

Several children in special settings or outside education altogether also describe fragmented support 

systems, where the adults they meet change frequently, seem disconnected, or lack the knowledge 

to understand their situation. Whether it is teachers, care workers, or psychologists, continuity in 

adult relationships is identified as essential to feeling safe and supported. Without this continuity, 

trust becomes difficult. 

Children also point to the lack of emotionally safe physical spaces in institutional contexts. For 

those in both special provision and regular schooling, quiet rooms, sensory spaces, or protected 

ñtime-outò zones are highly valued. These are not about escape, but about having tools to self-

regulate. 

Finally, some children highlight that systems and staff often fail to see beyond diagnoses or 

behavioural reactions. Several children from special provisions speak openly about how they were 

misunderstood or punished before anyone realized they had learning needs, trauma, or 

neurodivergent traits. They advocate for staff training, early identification, and a relational approach 

based on trust and recognition. 

Despite these challenges, children also point to what works. Joyful learning environments, kind 

teachers, quiet rooms, sensory spaces, time to recover, and the ability to connect with animals or 

plants. These are not luxuries, but essential components of mental well-being. Their emotional 
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resilience grows when they feel respected, understood, and free to express themselves whether 

through words, drawing, or silence. In their own way, children articulate a holistic understanding of 

health: one that includes emotional safety, trusted relationships, and freedom to just be. 

6.1.1.4 - Identified Needs and Challenges 

Children across contexts express clear needs for emotional safety, calm environments, stable 

relationships, and protection from bullying or neglect. They report a lack of continuity in support 

systems, overstimulating settings, and insufficient adult response to distress. For many, basic needs 

such as food, rest, privacy, and space to self-regulate are unmet. Especially among children with 

neurodiverse profiles or vulnerable backgrounds, systems often fail to recognise or respond to 

hidden distress. When adults change too often, or when institutions ignore emotional needs, trust is 

easily broken. 

Children across settings express overlapping challenges that affect their mental and emotional well-

being. These include: 

¶ Lack of emotional safety at home, in schools, and in institutional settings. 

¶ Inconsistent adult relationships, particularly in special provisions or social care, which 

undermine trust and stability. 

¶ Overstimulation and noise, especially in classrooms or group settings without quiet zones. 

¶ Unaddressed bullying and peer exclusion, often paired with inaction from adults. 

¶ Insufficient access to basic needs such as nutritious food, adequate sleep, or private space 

for rest and self-regulation. 

¶ Disconnection between systems and childrenôs real lives, including over-reliance on 

diagnoses rather than understanding individual experiences. 

6.1.1.5 - Suggestions and Solutions from Children 

Children propose simple, yet powerful adjustments. They call for quiet rooms, sensory spaces, 

trusted adults who stay involved, and the freedom to recover at their own pace. They want teachers 

and caregivers who listen, believe them, and act. Nature, animals, and unstructured play are 

described as vital to recovery and joy. Children also suggest more flexible routines, early emotional 

support, and better understanding of their behaviour through patience. Some explicitly call for 

fewer diagnoses and more recognition of their full selves. 

¶ Create quiet, emotionally safe spaces such as sensory rooms, retreat zones, or calm corners 

in schools and institutions. 

¶ Ensure stable, kind adult figures who follow up and stay involved over time including 

teachers, caregivers, and support staff. 

¶ Promote flexible and individualised routines, especially for children with different sensory 

or emotional needs. 

¶ Encourage early identification and relational approaches to emotional distress through 

recognition and patience. 

¶ Strengthen emotional education and support, including conversations, drawing, silence, or 

nature-based recovery. 

¶ Include animals, plants, and access to nature as part of everyday environments to reduce 

stress and foster emotional balance. 
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6.1.1.6 - Links to the UN Convention on the Rights of the Child 

The childrenôs perspectives on health and mental well-being closely align with core principles of 

the UN Convention on the Rights of the Child. Their emphasis on emotional safety, trusted 

relationships, and responsive support reflects the spirit of Article 3, which states that the best 

interests of the child must be a primary consideration in all actions concerning them. Their desire to 

be heard in schools, care settings, and in relation to bullying or emotional distress directly relates to 

Article 12, which guarantees every child the right to express their views and have them taken 

seriously. 

Childrenôs concern about being left unsupported in stressful or unsafe environments resonates with 

Article 19, which protects children from all forms of violence, neglect, or harm (psychological harm 

or absence of adult protection). Their holistic understanding of mental health, linking it to food, 

rest, nature, play, and belonging, echoes Article 24, which affirms the childôs right to the highest 

attainable standard of physical and mental health. 

The importance they place on inclusive, caring schools connects to Articles 28 and 29, which define 

education not only as access to learning, but as a process that supports each childôs full potential in 

a safe, supportive environment. Finally, their recurring calls for time to rest, play, and be 

themselves directly express Article 31, which protects the childôs right to leisure and recreational 

activities. 

 

¶ Article 3: The best interests of the child must be a primary consideration. 

¶ Article 12: Children have the right to express their views and be taken seriously. 

¶ Article 19: Children must be protected from all forms of violence, including psychological 

harm and neglect. 

¶ Article 24: Children have the right to the highest attainable standard of physical and mental 

health. 

¶ Article 28/29: Education must develop the childôs abilities and personality in a supportive 

environment. 

¶ Article 31: Children have the right to rest, leisure, and play, all central to mental well-being. 

6.1.2 - Learning and Development 

Children and young people express a broad and multifaceted understanding of learning. For some, 

learning is joyful, social, and creative. For others, it is stressful, irrelevant, or tied to experiences of 

exclusion and struggle. Their reflections reveal how learning environments at home, in leisure 

settings, and especially in schools shape their development, motivation, and sense of self. 

6.1.2.1 - Home and Local Environment 

At home, learning is often informal, relational, and linked to everyday life. Many children describe 

learning through play, creativity, and shared activities with family members. Some mention 

learning by doing ï cooking, planting flowers, building things, playing music, or helping younger 

siblings. These small, relational acts of learning foster confidence and a sense of belonging. They 
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also provide children with opportunities to feel competent and useful, particularly in contexts where 

school does not support their learning needs. 

In a few cases, home is described as a site of withdrawal or necessity-driven self-regulation, 

particularly among children in vulnerable circumstances. When children feel unsupported or unsafe 

at school, they may retreat to their rooms, immerse themselves in online learning or hobbies, or find 

alternative ways to learn and process their world. 

6.1.2.2 - Leisure and Health 

Leisure is a significant context for learning, especially for children who thrive through action, 

creativity, and autonomy. Many children describe sports, crafts, gaming, and nature-based activities 

as meaningful ways of developing skills. Learning is often seen as enjoyable when it happens 

through movement, imagination, or social play. For example, one child described learning to play 

Dungeons & Dragons as a way of experimenting with identity, rules, and story-building. 

Digital technology plays a dual role. For some, it opens doors to new cultures, languages, and 

interests. Others, however, report that too much screen time isolates them from peers and family. 

Some explicitly say that gaming hinders their learning motivation or leads to social withdrawal, 

even if they enjoy it in the moment. These ambivalent reflections are important when considering 

how digital habits shape broader developmental trajectories. 

6.1.2.3 - Educational and Institutional Settings 

School is the most mentioned learning environment ï and the most polarising. Children describe 

both positive and negative experiences in relation to teachers, classroom structures, peer relations, 

and curriculum. While some appreciate creative subjects and practical assignments, others express 

deep dissatisfaction with the lack of individual support or understanding from educators. 

For children with learning difficulties or neurodivergent needs, school is often a source of 

frustration. Several mentions having received late or insufficient help, and some describe feeling 

misunderstood by teachers who label them as difficult rather than recognising their learning style. 

In contrast, children in special provisions highlight the importance of smaller class sizes, more time, 

and relational approaches. 

Children also emphasize that social learning and friendship-building are essential parts of 

development. Being allowed to help each other, play, collaborate, and move between age and class 

groups strengthens both confidence and connection. They call for more activity-based learning, 

project work, and practical skills such as gardening, cooking, or finance. 

6.1.2.4 - Identified Needs and Challenges 

Across the workshops, children and young people highlight several structural and emotional 

barriers to learning and development. Many feel that current learning environments fail to recognise 

the diversity of ways children learn. This is particularly relevant for those who rely on visual, 

physical, creative, or practical modalities.  
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There is a strong call for schools and institutions to move beyond one-size-fits-all instruction and 

support multiple forms of intelligence, including social, emotional, and bodily-kinaesthetic. 

Children who are neurodivergent or have learning difficulties often describe frustration, exclusion, 

or a lack of understanding from educators. Several say they received help too late or that the 

support they were offered did not match their actual needs. 

Children also identify overexposure to screens as a factor that negatively affects their concentration 

and social motivation. While digital tools can support learning, children themselves emphasise the 

importance of balance and relational engagement. In addition, exclusion and bullying continue to 

undermine childrenôs confidence and connection to school. 

¶ Children need learning environments that acknowledge multiple intelligences, creativity, 

and physical expression. 

¶ Many lack stable support from educators and tailored assistance for neurodiverse learning 

needs. 

¶ Screen use can undermine motivation and social interaction when not balanced. 

¶ Exclusion, bullying, and rigid curriculum structures hinder development and confidence. 

6.1.2.5 - Suggestions and Solutions from Children 

In response, children suggest a wide range of solutions that could make learning environments more 

engaging and supportive. These include the introduction of practical and creative subjects such as 

gardening, cooking, crafts, music, and personal finance. Such subjects are seen not only as 

enjoyable but as meaningful, tangible ways of developing life skills. They also call for more 

flexible school structures with retreat spaces, sensory rooms, and time to complete assignments 

without pressure.  

Several emphasise the importance of training teachers in trauma-informed and relational pedagogy, 

so they can better understand the needs of all students. Finally, children stress the need for earlier 

identification of learning difficulties and individual support systems that are not dependent on 

behavioural diagnosis or crisis. 

¶ Provide more practical and creative subjects: gardening, cooking, crafts, music, finance. 

¶ Create safe retreat spaces and flexible timetables. 

¶ Train teachers in relational, trauma-informed, and differentiated pedagogy. 

¶ Ensure early identification and support for learning difficulties. 

6.1.2.6 - Links to the UN Convention on the Rights of the Child 

These insights align closely with the UN Convention on the Rights of the Child. Article 12 ensures 

the childôs right to be heard in matters affecting them regarding how and what they learn. Article 28 

affirms every childôs right to education, while Article 29 calls for education to develop the childôs 

full personality, talents, and abilities. Taken together, these rights underline the importance of 

tailoring educational systems to the lived realities and diverse strengths of all children. 

¶ Article 12: Right to be heard in decisions affecting the child ï including in school 

¶ Article 28: Right to education 

¶ Article 29: Education must develop every childôs personality, talents, and abilities 
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6.1.3 - Social Relationships and Belonging 

Children and young people across all settings express a deep and consistent concern for 

relationships both with peers and adults. Belonging is not a peripheral need; it is central to how 

children experience everyday life. Their descriptions range from the joy of strong friendships to the 

pain of exclusion and mistrust. Many associate relational safeties with their ability to learn, thrive, 

and be themselves at home, in leisure time, and in school. 

6.1.3.1 - Home and Local Environment 

In the home and immediate environment, feelings of belonging are closely tied to family 

relationships and the presence of adults who take time to be with them. Children across age groups 

describe a desire to be close to those they trust, to laugh together, talk, or simply share space. Even 

mundane rituals like drawing together or talking over dinner carry great emotional weight. 

For children in unstable family situations or care arrangements, the experience of belonging can be 

far more complex. Some express doubts about who they can trust or whether they are genuinely 

accepted in their household. In such cases, belonging becomes conditional shaped by adult 

behaviour, family roles, and emotional recognition. 

6.1.3.2 - Leisure and Health 

In leisure contexts, children experience belonging through shared interests and unstructured time 

with peers. They describe meaningful friendships formed during sports, gaming, walks, creative 

activities, or simply ñhanging out.ò These moments often serve as emotional anchors ð spaces 

where they feel free, competent, and seen. Belonging is also about shared laughter and inside jokes, 

where children feel that ñsomeone gets them.ò 

However, particularly for those living in remote areas or without access to transport, friendship is 

harder to sustain. They may depend on adults to drive them or feel isolated when others are not 

nearby. Geographic and infrastructural factors can severely limit opportunities to belong in peer 

communities. 

6.1.3.3 - Educational and Institutional Settings 

School is a central arena for social belonging ð and for many, a source of relational vulnerability. 

Children describe both positive and painful experiences. When friendship works, it enhances 

learning, self-confidence, and joy. But when relationships are strained due to bullying, exclusion, or 

teacher, inaction it can be deeply damaging. Being without friends in recess or feeling isolated in 

class leads to lasting distress. 

When children feel that adults fail to intervene in exclusion or unsafe dynamics, it erodes their trust 

both in the institution and in their own worth. Several children describe being ignored or dismissed 

when they raised concerns about being unsafe or unwelcome. 

Some children advocate for inclusive practices and activities that foster connection. They propose 

buddy systems, interest-based groups, and social games to create conditions where friendships can 
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grow naturally. Children also emphasize the importance of relational continuity with teachers and 

adults who genuinely care. 

6.1.3.4 - Identified Needs and Challenges 

¶ Emotional security is rooted in consistent, caring relationships at home, school, and in 

leisure spaces. 

¶ Exclusion, loneliness, and bullying are widespread and have serious impacts. 

¶ Children in rural or unstable settings often lack access to peer interaction. 

¶ Mistrust in adults reduces the likelihood of seeking help or building meaningful bonds. 

Childrenôs experiences across all age groups underline that emotional security and a sense of 

belonging are not secondary needs. They are essential for development. At home, in leisure settings, 

and especially in school, children seek consistent, caring relationships that make them feel safe and 

valued. For many, this relational stability is the foundation for learning, mental health, and identity 

formation. When these bonds are absent, fragile, or conditional, children describe feelings of 

insecurity, mistrust, and withdrawal. 

Social exclusion, loneliness, and bullying are recurring concerns. These are not isolated incidents 

but patterns that children experience in classrooms, schoolyards, peer groups, and sometimes even 

within families. The consequences are serious: reduced self-esteem, emotional stress, and in some 

cases, avoidance of learning or social settings altogether. The situation is often worsened by a lack 

of adult response. When teachers, caregivers, or parents fail to act - or act unfairly - children learn 

that their feelings and safety may not be protected. 

In rural areas or unstable living conditions, many children face logistical and social barriers to peer 

interaction. Distance, lack of transport, or missing recreational spaces limit spontaneous play and 

shared experiences. Several children express frustration at being dependent on adults to access 

social life or being excluded altogether. 

6.1.3.5 - Suggestions and Solutions from Children 

To address these challenges, children propose a range of practical and relational solutions. They call 

for the presence of at least one adult or peer they can trust. They advocate for inclusive play and 

friendship-building practices, such as buddy systems, interest-based groups, and adult-facilitated 

activities that lower the social threshold. For those in remote areas, they highlight the importance of 

having access to transport or local meeting places. And they consistently emphasise that adults must 

be trained not just in academic instruction, but in how to recognise and respond to social exclusion, 

relational distress, and peer dynamics. 

¶ Ensure every child has someone they trust ð a friend or supportive adult. 

¶ Promote inclusive social practices through buddy systems, shared interests, and adult-

facilitated play. 

¶ Provide transportation and local opportunities for social interaction, especially in rural areas. 

¶ Train adults to respond to social exclusion and create relational safety. 
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6.1.3.6 - Links to the UN Convention on the Rights of the Child 

These child-led perspectives are deeply aligned with the UN Convention on the Rights of the Child. 

Article 15 protects the right to form friendships and social groups. Article 19 demands protection 

from all forms of violence, including bullying. Article 31 guarantees the right to rest, play, and 

recreation, which is fundamental arenas for building social bonds. And Article 12 upholds the 

childôs right to be heard in matters that affect their inclusion, relationships, and sense of belonging. 

Ensuring these rights is not only a legal obligation, but also a relational responsibility shared by 

families, educators, and society at large. 

¶ Article 15: Right to freedom of association and peaceful assembly. 

¶ Article 19: Protection from all forms of violence, including bullying. 

¶ Article 31: Right to rest, play, and recreational activities that foster relationships. 

¶ Article 12: Right to be heard, especially in matters affecting social inclusion and group 

dynamics. 

6.1.4 - Safety and Protection 

Childrenôs perspectives on safety and protection reveal a complex and often ambivalent relationship 

with the environments and adults meant to keep them safe. While some children feel secure in their 

daily lives, many others describe physical, emotional, and social insecurities that affect their well-

being. They speak of violence, neglect, bullying, and uncertainty ð but also of the people, spaces, 

and routines that make them feel protected and cared for. Childrenôs understanding of safety is not 

limited to physical threats; it includes emotional stability, predictability, and the assurance that 

someone will listen and act when something is wrong. 

6.1.4.1 - Home and Local Environment 

In the home environment, safety is most often linked to adult behaviour, relational stability, and 

emotional presence. Many children say they feel safe when they are with family members they trust 

(calm, predictable, and supportive persons). However, others express distress about unstable living 

conditions, exposure to substance abuse, or family members who fail to provide protection. Some 

children describe witnessing or experiencing neglect, physical aggression, or emotionally harmful 

behaviour from parents or guardians. These accounts are often paired with a sense of resignation or 

emotional withdrawal. 

Children also express concerns about neighbourhood safety. Particularly in urban areas, they 

describe encounters with intoxicated adults, fights, or environments where they feel vulnerable. 

Some recall frightening incidents involving unknown adults or lack of proper supervision. This led 

them to avoid public spaces or rely entirely on adults to accompany them. 

Despite these concerns, several children also describe home as a place of comfort and security, 

especially when they have their own space, stable routines, and kind adults who listen and respect 

boundaries. 
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6.1.4.2 - Leisure and Health 

Safety in leisure contexts is often associated with freedom to explore, social interaction, and 

respectful boundaries. Many children express enjoyment of outdoor play, sports, or creative 

hobbies.  

In both urban and rural settings, children describe nature and daily routines as stabilising. Access to 

green space, animals, and quiet outdoor areas is consistently linked to emotional safety and calm. 

Likewise, predictable rhythms in the home, such as shared meals, a warm room, or simply knowing 

who will be there, give children a felt sense of being held in place. These elements provide structure 

and reassurance, especially in contrast to chaotic environments or adult unpredictability. 

In the physical world, some children feel unsafe due to a lack of structured recreational options or 

adequate adult presence. Particularly in rural areas or institutional settings, children highlight 

boredom and the lack of meaningful activities as risk factors. This can lead to risky behaviour or 

social conflict. Yet others mention how nature, quiet walks, and creative solitude offer a sense of 

refuge, where they can feel safe and calm on their own terms. 

Some children describe being exposed to online risks, including grooming, harassment, or being 

pressured to share private content on social media. They emphasize that safety in digital 

environments is poorly monitored, both by platforms and by parents. 

6.1.4.3 - Educational and Institutional Settings 

For several children, a single adult made the difference between feeling unsafe and feeling seen. 

These relationships are remembered not just for what the adult did, but for how they made the child 

feel: respected, recognised, and protected. When adults take time, show care, and respond 

consistently, children regain trust in their surroundings and in themselves. 

Schools and institutions are critical spaces for protection and yet, many children describe them as 

emotionally or physically unsafe. Some participants across age groups mention bullying, fights, or 

aggressive behaviour, often left unaddressed by teachers. When children report being harmed or 

scared, and adults fail to act (or blame the child). I these situations, the institution becomes not just 

ineffective but harmful. 

Some children describe safe spaces such as sensory rooms, quiet corners, or designated ñretreat 

zonesò as crucial for managing stress and maintaining emotional balance. These are not merely 

places to rest; they are active tools for self-regulation and self-protection. When overwhelmed, 

children seek environments where they can withdraw without punishment and return when ready. 

Such spaces are particularly important for neurodiverse children or those with trauma experiences.  

In these environments, children are more likely to feel seen and respected. Several mention that a 

single teacher or pedagogue made a critical difference in how safe they felt. 

Finally, some children point to institutional systems outside the school, such as child protection 

services, as overwhelming, confusing, or unhelpful. The experience of speaking to too many adults, 

or being moved between services, creates a sense of chaos rather than care. 
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6.1.4.4 - Identified Needs and Challenges 

Childrenôs voices across all workshops and age groups reveal that safety is not a given. It must be 

actively created, protected, and maintained in all environments where children live, learn, and grow. 

A primary need identified by children is the presence of adults who are consistently caring, 

responsive, and attentive. Emotional and physical safety are deeply interlinked in their narratives: 

children feel safe when they are heard, when boundaries are respected, and when adults act on their 

behalf. However, many describe situations where adults failed to listen or respond adequately to 

distress or harm. 

Bullying, aggression, and social exclusion are recurring threats, particularly in educational settings. 

Several children highlight the absence of adult intervention as more damaging than the incident 

itself. The mistrust that follows these experiences can be long-lasting and deter children from 

seeking help in the future. In care arrangements and child protection systems, children describe 

instability, too many changing adults, and rules that feel arbitrary or unfair. Safety, in their view, is 

not created through control, but through relationship. 

Children also identify risks related to leisure and digital life. Many express deep concerns about 

unsafe online interactions, predators, and the lack of meaningful adult guidance. At the same time, 

children in rural areas describe physical isolation and limited access to safe places to meet peers, 

play, or rest. The lack of engaging local activities or adult presence makes some environments feel 

more risky than protective. 

6.1.4.5 - Suggestions and Solutions from Children 

To respond to these challenges, children suggest several clear and practical solutions. First, they 

emphasise the importance of having at least one adult they trust, which they then can turn to when 

they feel unsafe. They also call for more visible adult supervision in schoolyards, classrooms, and 

online environments. Specific proposals include age limits on apps, local safe zones for play, and 

the right to retreat into quiet or sensory spaces when overwhelmed. In institutional settings, children 

ask for fewer transitions between professionals and more respectful, relationally grounded support 

systems. They want to be met with calm, dignity, and predictability - not punishment, dismissal, or 

"cold procedures". 

6.1.4.6 - Links to the UN Convention on the Rights of the Child 

These concerns and suggestions strongly relate to the United Nations Convention on the Rights of 

the Child. Article 19 demands protection from all forms of violence, neglect, and abuse whether 

physical, emotional, or institutional. Article 16 upholds the childôs right to privacy and dignity. 

Article 3 states that the best interests of the child must always come first in all actions concerning 

them. Article 12 reaffirms the right to be heard, including in matters of safety and protection. And 

Article 34 explicitly mandates protection from sexual exploitation and abuse, including online. 

Together, these rights underline that childrenôs safety must be understood relationally, not just 

legally: it is about being protected by, and connected to, the people and systems that surround them. 

¶ Article 3: The best interests of the child must be a primary consideration in all actions 

concerning them. 
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¶ Article 12: Children have the right to be heard in all matters affecting them ð including 

safety and protection. 

¶ Article 16: Children have the right to privacy and dignity. 

¶ Article 19: Children must be protected from all forms of violence, abuse, and neglect ð 

physical, emotional, and institutional. 

¶ Article 34: Children must be protected from sexual exploitation and abuse, including online 

risks. 

6.1.5 - Quality of Life and Social Equality 

Childrenôs reflections on quality of life and social equality reveal a highly relational and material 

understanding of fairness, dignity, and everyday well-being. Their perspectives point to the unequal 

distribution of opportunities, resources, and recognition across families, schools, and communities. 

Some children describe feeling cared for, safe, and supported. Others speak of poverty, shame, or 

systemic barriers that limit their freedom and sense of worth. Despite these differences, there is a 

common aspiration: that all children should be able to live with dignity, have the things they need, 

and feel included. 

6.1.5.1 - Home and Local Environment 

At home, quality of life is most directly linked to access to food, warmth, private space, and a sense 

of being valued. Several children living in vulnerable situations describe not having enough to eat 

or lacking basic comforts. Some report empty fridges, cold rooms, or financial struggles that shape 

their daily lives. These children often do not speak about "poverty" as an abstract concept but 

describe it through lived realities such as not having toothpaste, appropriate clothing, or snacks for 

school. 

A recurring theme is inequality in what children can afford and what others expect. Children 

sometimes express shame or frustration when they cannot join peers in activities due to lack of 

money. This sense of exclusion can begin at home and follow them into every other social setting. 

At the same time, many children describe the presence of loving adults and routines that give their 

lives structure and emotional stability even in modest living conditions. Being together with family, 

eating meals, or having a space to retreat to is often described as a source of happiness. 

6.1.5.2 - Leisure and Health 

Children see leisure as a space for friendship, growth, and emotional balance. Several speak 

enthusiastically about nature, sports, and play. Green areas, walking routes, and pet-friendly 

environments are highlighted as deeply valuable. These spaces offer a sense of freedom, peace, and 

equality, especially when they are unstructured and open to all.  

However, access to leisure is unequally distributed. Some children have a wide range of activities 

and support for hobbies; others have little or no access due to cost, transport, or lack of local offers. 

This leads to a sense of deprivation and injustice. 
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6.1.5.3 - Educational and Institutional Settings 

Positive experiences arise where teachers show personal commitment and relational respect. These 

moments have a significant impact on childrenôs sense of equality and self-worth. Even in 

challenging environments, some children mention specific teachers who took the time to understand 

them, support them, and treat them with respect. These relationships can redefine their entire school 

experience and create a sense of value and trust. 

Schools are also places where children experience social inequalities. Children speak about the gap 

between them when it comes to clothes, food, abilities, and how they are treated by teachers. Some 

feel ashamed of their packed lunches, accents, or lack of support, and this directly affects their 

sense of belonging and value. 

Children attending special education settings often highlight how smaller class sizes, flexible 

timeframes, and more adult presence give them a better chance to learn at their own pace. This 

tailored approach makes them feel recognised and less pressured compared to mainstream 

schooling.  

However, children in special education or out-of-school settings describe more individualised care 

but also point out a sense of disconnection from mainstream experiences. Several express that they 

learn better in smaller environments but feel left behind or labelled by the system. There is a 

repeated desire for fairness and recognition not just in resources. 

6.1.5.4 - Identified Needs and Challenges 

Childrenôs reflections across all workshops show that quality of life is not just about comfort, but 

about dignity, fairness, and the ability to participate on equal terms with others. Many children 

speak of basic material needs such as food, heating, clothing, and hygiene, and that are not always 

met. These are not abstract concerns; they are daily realities for children who describe empty 

fridges, cold homes, or being mocked for what they wear or bring to school. The shame and 

isolation that follow such experiences create invisible barriers to participation, learning, and 

confidence. 

Social inequality is also experienced in access to leisure activities, sports, and hobbies. Children 

living in rural areas or low-income households often express that ñthereôs nothing to doò. Not 

because they lack interests, but because transport, money, or structured offers are missing. This 

compounds social exclusion and reduces opportunities for development and joy. In schools, 

inequality is felt when some children receive help while others are left behind, when teachers treat 

students unequally, or when resources are not adapted to different needs and backgrounds. 

¶ Children experience significant disparities in living standards, educational support, and 

access to leisure. 

¶ Feelings of exclusion arise when children cannot afford the same things as peers in clothes, 

food, or activities. 

¶ Institutional systems sometimes reinforce inequality through labelling or lack of 

individualised support. 

¶ Shame and silence are common responses to inequality, especially among vulnerable 

children. 
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6.1.5.5 - Suggestions and Solutions Proposed by Children 

To improve quality of life, children propose concrete and inclusive solutions. They call for equal 

access to food, clothing, and learning materials. They want free, local leisure opportunities, 

especially in rural areas, where access is limited. Many ask for schools to be more responsive to 

different learning styles and for teachers to be trained to recognise the value and potential of all 

children. Furthermore, children suggest recognising creative expression, practical skills, and nature-

based activities as part of what constitutes a meaningful and dignified life. 

¶ Ensure equal access to school support, nutritious food, clothing, and hygiene items. 

¶ Provide local, free leisure activities for all, especially in rural areas. 

¶ Nature-based activities as part of dignified living. 

¶ Strengthen relational and emotional awareness among teachers and professionals. 

¶ Design schools and institutions to respond to childrenôs diverse starting points, not just 

standardised expectations. 

6.1.5.6 - Links to the UN Convention on the Rights of the Child 

These needs and ideas are strongly supported by the UN Convention on the Rights of the Child. 

Article 2 guarantees every child protection against discrimination including due to social status or 

economic background. Article 6 affirms each childôs right to develop their full potential. Article 24 

ensures access to health and well-being, including nutrition and hygiene. Article 26 provides the 

right to social protection, and Article 27 establishes the childôs right to a standard of living adequate 

for their development. Taken together, these rights underscore that equality is not about sameness, 

but about ensuring every child has the support and opportunities they need to thrive. 

¶ Article 2: All children have the right to protection from discrimination. 

¶ Article 6: Every child has the right to develop to their full potential. 

¶ Article 24: Right to the highest attainable standard of health. 

¶ Article 26: Right to benefit from social security and support. 

¶ Article 27: Right to an adequate standard of living for physical, mental, spiritual, moral and 

social development. 

6.1.6 - Care and Upbringing 

Childrenôs perspectives on care and upbringing reflect a deep awareness of how adults shape their 

sense of safety, value, and belonging in everyday life. Across all age groups and contexts, children 

describe care not simply as provision, but as emotional presence, trust, and respect. They emphasise 

the importance of stable relationships, private spaces, shared routines, and being listened to without 

judgement. Their accounts highlight both nurturing and neglectful dynamics and they express a 

clear vision for how adults, institutions, and systems can do better. 

6.1.6.1 - Home and Local Environment 

Childrenôs perspectives on care within the home reveal that good upbringing is fundamentally 

relational. It is not about control, but about feeling seen, supported, and safe. Several children 

express how important it is to have a stable family life, where routines and emotional connection 

are part of everyday life. Even in modest households, care is experienced when adults spend time 
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with children, show interest, and create space for dialogue or shared joy. A private space is 

described as essential for emotional self-regulation and autonomy. Having oneôs own room is a 

recurring need, especially when emotions become overwhelming. 

Some children associate care with physical warmth, affection, and being allowed to be themselves 

without being punished or constantly corrected. Time spent with parents, doing small things 

together like watching YouTube or painting nails, is seen as genuine care. These moments signal 

that the adult is emotionally present and enjoys being with the child. 

At the same time, many children express frustration with adults who control or intrude on their 

privacy, especially regarding their digital life. Some describe being punished for being honest or for 

making small mistakes, which in turn teaches them to withhold or lie. Respect, trust and two-way 

communication are highlighted as key to good caregiving ð not just being obeyed because one is 

older. 

6.1.6.2 - Leisure and Health 

Leisure time plays a vital role in how children experience care and the right to just be themselves. 

For many, being allowed to engage in hobbies, explore nature, play outside or relax alone is as 

much about freedom as about well-being. Having time to ñjust beò without pressure to perform or 

conform is part of what makes them feel emotionally safe. Some describe moments of solitude or 

repetitive rituals (like long showers) as their primary form of self-care. These are not just 

preferences but important strategies for mental balance. 

Leisure is also where some children feel most affirmed for example, through pets, creativity, 

gaming, or time in nature. These environments often offer emotional safety that institutions or 

homes do not. Activities like drawing, gardening, or going for walks provide both stimulation and 

rest. Children also value having friends and peers around during their free time, however those in 

rural areas or care arrangements often face isolation. 

While children express joy in these activities, they also mention that they donôt want their free time 

to be fully structured or supervised. Feeling trusted and free to explore, without constant adult 

surveillance, is described as part of being respected as a growing person. Leisure is not just ñplayò, 

it is a protected time for identity development and emotional repair. 

6.1.6.3 - Educational and Institutional Settings 

Care and upbringing within institutions such as schools, residential settings, or special provisions 

are judged by the presence of reliable and respectful adults. Children describe how feeling heard 

and taken seriously in school can change their sense of self-worth. For those in special education or 

therapeutic schools, individual attention and flexibility are often highlighted as sources of emotional 

safety. These environments give children time and space to learn and grow at their own pace, and 

several mention specific staff who had time to listen or adjust expectations. 

However, many children also express how mainstream schooling can feel cold, punitive, or 

unresponsive. They describe being scolded for needing breaks or not being believed when reporting 

distress. Feeling unfairly treated by teachers, or witnessing adults play favourites, undermines their 
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trust and sense of dignity. Some note that being ñdifferentò due to mental health issues, sexuality, 

clothing, or behaviour can result in being marginalised rather than supported. 

Children also ask for schools to care more about emotional education such as teaching life skills, 

understanding mental health, and helping them navigate relationships. They want learning 

environments where care is actively practiced through listening and genuine interest in who they 

are. 

6.1.6.4 - Identified Needs and Challenges 

Across home, leisure, and institutional contexts, children articulate that care is not only something 

they receive, but also something they notice, interpret, and evaluate. One of the most frequently 

identified needs is the presence of emotionally available adults who listen, take children seriously, 

and respond without anger or ridicule. Children describe care as trust, consistency, kindness, and 

respect. They are quite quick to point out when these qualities are missing. In both families and 

institutions, several note that adults often think they ñknow betterò, but fail to listen or explain 

themselves. This disconnect creates not only frustration, but a sense of not being valued or believed. 

Children also express a strong need for privacy and personal space. Having their own room, a space 

to retreat to, or time alone is described as essential to managing emotions and protecting oneôs inner 

world. This need appears across age groups and is especially pronounced among those living in care 

arrangements or crowded homes. For these children, care is about boundaries, self-regulation, and 

having control over one's body, time, and thoughts. 

In institutional settings, many children report unstable adult contact, rapid staff turnover, and rigid 

structures that donôt accommodate individual needs. The absence of relational continuity is 

experienced as neglect, even when basic services are in place. Being cared for, they say, is about 

whether anyone genuinely ñseesò them. Some children describe being supported in special 

educational settings where staff have more time, flexibility, and patience. Other children feel 

excluded or stigmatised in mainstream settings where difference is treated as disruption rather than 

diversity. 

Children also highlight how care must be relational rather than transactional. Systems designed to 

ñprotectò sometimes end up feeling controlling or arbitrary. Whether it's teachers who dismiss 

emotions, parents who punish honesty, or caregivers who enforce rules without explanation, these 

practices are perceived not as upbringing but as oppression. Children consistently ask for fairness, 

dialogue, and dignity in how rules are communicated and enforced. 

¶ Children need emotionally present and respectful adults in all domains of their lives. 

¶ Many lack private spaces and time for emotional regulation. 

¶ Some children experience adult behaviour as inconsistent, intrusive, or unresponsive. 

¶ Schools often struggle to meet childrenôs psychological and relational needs, especially for 

those with neurodiverse profiles. 

¶ Children in care or vulnerable settings describe instability and lack of continuity in adult 

relationships. 
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6.1.6.5 - Suggestions and Solutions Proposed by Children 

In response, children offer a range of constructive and clear suggestions. They call for adults who 

listen without interrupting, explain their decisions, and respect children's need for autonomy. They 

suggest retreats at home and school and environments where they feel emotionally safe. They want 

adults to show trust in them, without giving up on guidance. Most importantly, they ask for care to 

be expressed through relational presence, not control. 

¶ Ensure every child has access to private space and moments of calm. 

¶ Support childrenôs autonomy while maintaining respectful dialogue. 

¶ Foster adultïchild relationships built on trust. 

¶ Prioritise stable caregiving and attentive teacher presence in institutional settings. 

¶ Include emotional education and life skills in school curricula. 

¶ Strengthen rights-based approaches to discipline, support, and inclusion. 

6.1.6.6 - UNCRC Links to the UN Convention on the Rights of the Child 

The childrenôs perspectives on care and upbringing reflect several key rights outlined in the UN 

Convention on the Rights of the Child. Article 5 recognises childrenôs evolving capacities and calls 

on adults to offer guidance with respect and understanding. This is a recurring theme in childrenôs 

requests to be heard rather than controlled. Article 12 secures their right to be listened to in all 

matters affecting them, which many children feel is still lacking at home and in school. 

Article 16 affirms the right to privacy, echoed in childrenôs desire for their own room, autonomy, 

and protection from invasive adult behaviour. Article 18 places responsibility for upbringing on 

parents and calls for systems to support them, which is especially important when families face 

emotional or structural challenges. Article 27 guarantees a standard of living that supports full 

development, which children link to basic needs like food, warmth, and access to play. Lastly, 

Article 31 protects the right to rest and leisure. This is expressed by children as essential to their 

emotional balance and self-expression. Together, these rights confirm that good care is about both 

protection and participation. 

¶ Article 5: The right to receive guidance from parents and guardians in a manner consistent 

with the childôs evolving capacities. 

¶ Article 12: The right to be heard in all matters affecting the child. 

¶ Article 16: The right to privacy, including personal space. 

¶ Article 18: Parents or guardians have the primary responsibility for upbringing and should 

be supported in fulfilling this. 

¶ Article 27: The right to a standard of living adequate for development. 

¶ Article 31: The right to rest, leisure, and play. 
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