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Australian School Age Care 

School Age Care (SAC) services have been around for more than one hundred years and, 

more recently, they have been used as a source of child care to support women‟s participation 

in the workforce (Brennan, 1998; European Foundation for the Improvement of Living and 

Working Conditions (EFILWC), 2006; Human Rights and Equal Opportunity Commission 

(HREOC, 2007); Organisation for Economic Co-operation and Development (OECD), 2002; 

Press, 2006, State of South Australia(SSA), 2006). These services are facilities for children 

aged 5 to 13 years. The services operate before and after school, during school term time and 

during vacation periods. Care also may be provided on student free days. Services offer 

recreation, play and leisure-based programs within schools or other venues, including 

services offered in long day care centres and by family day care provider 

 

Historically, the State and Commonwealth of Australia governments have treated the 

services for education and for care as separate entities. They have had separate policies, 

regulations, funding methodologies, and are co-ordinated by different government agencies 

(HESTA, 2001).  Recently, the Council of Australian Governments (COAG)  has introduced 

strategies that are strengthening the links between care and education and the consistency of 

delivery of services between jurisdictions (Commonwealth of Australia, 2009). In so doing 

there is a need for a framework to underpin SAC settings with an emphasis on a high quality 

service delivery that will enrich the wellbeing and development of children. 

 

The paper highlights some issues that have particular importance to the development 

of a framework for school age care service delivery in Australia. This paper examines 

Australian and international literature focussed on SAC services that have values and service 

delivery where the priority is providing a safe place for children until their parents finish 

work. SAC is as much an industrial relations issue as it is a family issue and so this paper 

acknowledges SAC as a dual purpose activity with social and economic outcomes for 

children, parents and society.  

 

The first section of this paper outlines the historical events that have contributed to the 

contextual circumstances that have seen the increase in SAC services. The next section 

discusses the value of SAC services to the wellbeing and learning of children. The final 

section of the paper highlights some issues that have particular importance to the 

development and implementation of a framework for SAC services in Australia. 
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Growth of the School Age Care Sector 

The description of the growth of the SAC sector provides a background for discussion about 

the status of SAC services within the „care‟ domain and their role as the „invisible‟ partner for 

working parents with school age children. Further, the relationships among each of the 

stakeholders in the SAC sector including children, parents, staff, schools, auspicing bodies, 

service providers, and governments are complex, as each has differing perceptions and wide 

ranging concerns about the role and responsibilities of the SAC sector. This contributes to the 

difficulties of reporting about the sector. The consideration of the issues related to the 

provision of SAC services for school age children have been very limited. While, SAC has 

responded to the largest surge of parent participation in the workforce, there is minimal 

support and understanding of the actual circumstances of the SAC because of its relatively 

low profile compared to other child care services (Cartmel, 2007).  There is little research 

examining the intricacies of programs, development of statutory regulations, recruitment and 

retention of the workforce, and government initiatives involving policies and funding.  

 

In the interests of children and social sustainability the SAC sector needs to be viewed 

as legitimate and have a strong sense of collective identity. Further, low turnover of staff, 

access to space and resources, and high professional credibility would contribute to a service 

that is not seen as disposable (Cartmel, 2007). SAC services have the dual responsibility to 

sustaining society. Firstly, they contribute to the material reproduction of society by 

providing a „safe haven‟ for working parents to leave their children so that they are able to 

participate in the workforce and secondly, contribute to the symbolic reproduction of our 

society as children participate in socialisation processes while they are the responsibility of 

the SAC staff (Cartmel, 2007). SAC services may be viewed as complementary to home 

environments as „places of childhood‟ where children would spend time developing the 

knowledge and skills for citizenship (Kennedy & Stonehouse, 2004; Prout, 2005). One 

pressing priority for SAC services is to be given status as an important segment of a child‟s 

life, including normative recognition that the time children spend in OSHC should be valued 

(Caldwell & Longmuir, 2010; Cartmel, 2007). The development of a Framework for School 

Age Care will contribute to the emerging profile of SAC services as significant to the 

wellbeing and learning opportunities for school age children.  

 

Over the past one hundred years, the Australian SAC sector has altered considerably 

in role and structure, and this is particularly evident within the past thirty or so years. In 
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Australia, after school programs offering cultural and recreational pursuits have been 

operating since the 1900s (Arnold, 2002; Brennan, 1994, 1998, 1999; Elliott, 1998a; Finlason 

1993; Piscitelli, 1988). Programs first operated in community playgrounds and then moved 

into community halls and schools playgrounds. Generally, the programs were coordinated by 

arts or recreational organisations (Apps, 1944; Finlason, 2004) that used public school sites, 

and community halls or playgrounds as venues. The programs had few links with school or 

school staff. It was not until after the 1970s that there was a demand for services that had 

„care‟ and not recreation as their focus (Moyle, Meyer, & Evans, 1997). The main concern of 

SAC services is to offer working parents care and protection for their children.  

 

As the services changed focus from recreation to care and grew in size, the systems 

required to administer them altered in structure. The early 1980s saw a rapid expansion of 

SAC services as women‟s participation in the workforce increased (Brennan, 1998; Elliott, 

1998b; Moyle et al., 1997; OECD, 2001), and subsequently requiring care for their primary 

school aged children. In 1998, the Commonwealth of Australia government introduced 

Outside School Hours Reforms which provides the opportunity (means-tested) for parents to 

obtain financial assistance for child care. A further reform was the uncapping of the quota of 

subsidised places has provided opportunities for SAC services to enrol more children.   In 

2002, a National Quality Assurance process was introduced for SAC.  Previously, SAC 

services were able to operate almost independently of their host facilities (generally schools). 

However, the situation now requires more negotiation about operational issues concerning the 

space used by SAC services especially when they are housed in shared venues. 

 

In Australia, particularly, there has been little research examining the SAC services. 

However, there have been a few pioneering studies that have examined various aspects of the 

SAC program. State based profiles of SAC services were undertaken by Beck (1975) in 

Western Australia; by Piscitelli and Mobbs (1986) and Child Watch (1987, 1988) in 

Queensland and South Australia; and by Blackwood (1985), Gifford (1991) and Glyde (1997) 

in the Australian Capital Territory services. Two small research projects investigated the 

effects of SAC on children: Garton, Pratt and Maiolo (1991) researched the leisure interests 

of 11 and 12 year olds in relation to out-of-hours care programs and Howie (1992) compared 

the effects of differing after school arrangements on third and fourth grade children. Other 

documentation includes profiles of service delivery in Victoria (Kennedy & Stonehouse, 

1997, 2004) , Australian Capital Territory (Glyde, 1997) and South Australia (State of  South 
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Australia, 2006). Caldweld and Longmuir (2010) developed a curriculum for an independent 

for-profit provider of OSHC (OSHClub, 2011). The Department of Education and Children‟s 

Services, South Australian commissioned “What is Out of School Hours Care? (SSA, 2006) 

summarises the changes affecting SAC services and the potential impact on the development 

of children. The resource promotes SAC services as fulfilling an important role in teaching 

life skills.  

 

Australian researchers Piscitelli (1988) and Brennan (1996) scoped literature about 

SAC internationally and nationally to develop annotated bibliographies to show that the 

literature in the SAC field was predominantly either government reports about funding or 

descriptive materials about the diversity of activities children may encounter in SAC services.  

Brennan (1996) stated that there was a “notable lack” of research (p. 4) about SAC issues. In 

the following ten year period, very little experimental or evaluative research has occurred and 

the most recent Australian research has been restricted to reports about availability and 

funding for places in SAC services (CSMAC, 2006; CSML, 1999, FACS, 2003, 2005; Tayler 

et al., 2006). One exception is the South Australian study by Orr Vered (2006) that 

investigated children‟s media use in after-school care. Nationally, the longitudinal study, 

Growing Up in Australia is collecting data about outside school hours care services will 

provide information to future activities.  

 

The Commonwealth Government has commissioned research projects about SAC 

services, where the specific focus has been funding issues including the cost-impact analysis 

prior to the introduction of quality assurance processes (Community Services Management 

Limited (CSML), 1999; Moyle et al., 1997). Other more recent reports relate to the child care 

workforce and combined childcare quality assurance processes (Community Services 

Ministers Advisory Council (CSMAC), 2006; Elliott, 2006; Tayler, Wills, Hayden & Wilson, 

2006) mention school age care services.  

 

Australian services have the benefits of drawing on the research activities of 

American and European school age care services. SAC has not attracted the attention and 

research given to child care for very young children (EFILWC, 2006; FASCIA, 2005; 

Halpern, 2006; OECD, 2001, 2002). Researchers in Britain and Europe have profiled services 

(Barker & Smith, 2000a, 2000b; Moss & Petrie, 2002).  The Nordic countries have a long 

history in SAC research however little of this material is available in English. New Zealand‟s 
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Families Commission undertook a project titled “When School’s Out” (Bellett & Dickson, 

2007; Ministry of Women‟s Affairs, 2007).  In the United States there has been a plethora of 

material describing SAC programs but empirical research studies have been limited (Halpern, 

2006; Posner& Vandell, 1999; Vandell & Schumow, 1999).  It is the New Zealand and 

British services that are most similar to Australian SAC services. These services have similar 

historical, social and economic concerns. 

 

The New Zealand project “When School’s Out” was commissioned to promote public 

debate and contribute to the development of government policy on SAC services. 

Components of the project included a scoping of literature pertaining to SAC (Ministry of 

Women‟s Affairs, 2007)  and a broad consultation with parents, carers and children about 

how they would like to see SAC services develop (Bellett & Dickson, 2007).  The intent was 

to use the material to shape future policy developments. This project was mindful of the dual 

focus of SAC services. Recommendations ranged from increasing the number of services 

available to consideration of staff qualifications, tenancy and consistency of program s that 

offered children more stimulating opportunities. 

 

Internationally, noteworthy empirical projects have been undertaken by British 

researchers such as Barker, Smith, Morrow, Weller, Hey & Harwin (2003); Moss and Petrie 

(2002); Moss (2006); Petrie (2003) and Petrie et al. (2000). In Britain the increase in public 

funding also has prompted some investigation of the impact of SAC on stakeholders (Petrie et 

al., 2000; Barker et al., 2003). Barker et al. (2003) sought views particularly from parents and 

children about their expectations of SAC services. The report detailed stakeholders‟ 

expectations and concerns. Peter Moss and Pat Petrie (2002) have challenged thinking about 

the values and philosophies of children‟s services in their work From Children’s Services to 

Children’s Spaces. Profiles of Scottish SAC services (Audain, Leadbetter, & Shoolbread,, 

2006; Malcolm, Wilson, & Davidson, 2001; Scottish Executive, 2005)  emphasise the value 

of SAC to a range of stakeholders. Other European research literature, particularly from the 

non-English speaking countries has been difficult to access. SAC programs for the Nordic 

countries promote children‟s right to meaningful leisure time (Nordic Teachers Counsil, n.d.) 

 

North American SAC services, despite their long history, have an empirical research 

base which has been limited. In the United States, even though SAC services are large 

undertakings, much of the literature is descriptions of programs such as undertaken by the 
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Afterschool Alliance and the Harvard Family Research Project. Exceptions are projects 

undertaken by Vandell and colleagues (Posner & Vandell, 1999; Vandell & Schumow, 1999) 

and Halpern (2006).  Halpern (2006) describes the SAC sector as “undernourished” (p. 109) 

and much in need of research to strengthen understandings about the field. Canadian SAC 

services are described as representing “a patchwork of public policies” (Mahon, 2001) as 

each province in Canada has responded to the need for care for school age children is 

different ways. Similar to other countries the development of Canadian SAC services are 

“piecemeal” (Mahon, 2001, p. vii) with minimal attention given to documentation and 

research about the issues. The limited empirical research activity during the period between 

the reports is testament to the understated priority given to the SAC area.  

 

Increasing demand for SAC Services 

Since the 1970s, the increasing demand for SAC services has been attributed to changing 

labour market patterns as more women participated in the workforce. Economic policies 

concerning productivity and public policy initiatives in the areas of child protection and 

welfare prompted responses to extend services for primary age children outside the realm of 

educational activity into “Before and After School” programs. The development of Australian 

SAC services has been in tandem with the growth of services internationally in New Zealand, 

Britain, Europe, United States and Canada. A diverse range of services mushroomed in 

response to community need and prompted a growth of services.  

 

As increasing numbers of Australian children are spending extended time outside 

home (ABS, 2005), some discussions have occurred about the workforce required to sustain 

the services to care for children outside the home environment, and about the status of 

children (CSMAC, 2006). In 1991, Petrie‟s report of the SAC, as a “fairly new subject of 

inquiry” (p. 527), outlined how care of children before and afterschool was taken for granted 

and linked to the “invisibility of women‟s care work” (p. 529). The shift of child caring and 

rearing from family to the public arena has not received consistent and consolidated 

responses from policy makers and society in general.  Without adequate understanding about 

the space, staff, program and resources required to care for large groups of children for two to 

three hours at a time there is potential for SAC to be considered as a marginalised.  
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SAC Stakeholders 

The increasing number of women in the workforce with school age children has altered the 

social responsibilities associated with child rearing. In Australia, 60 percent of mothers with 

school age children are in the workforce, as compared with 46 percent in 1985 (Campbell & 

Charlesworth, 2004, p. 77). This change has placed greater demand on SAC services to care 

for children of working parents.   Profiles of the stakeholders in the SAC sector including 

children, parents, staff, schools, service providers, auspicing bodies and governments suggest 

that the roles and relationships between each stakeholder in the SAC sector has the potential 

to be complex. Difficulties defining roles are compounded by the nature and status of the 

activity of childrearing (Fraser, 1985). Consequently, there are only partial profiles of SAC 

stakeholders and the interactions that occur among them. The development of a learning 

framework for school age care needs to acknowledge the complexity of the stakeholder 

expectations and relationships.  

 

The management of SAC as a public responsibility has triggered systemic responses 

and tensions. Many SAC services have been established by volunteer committees, and these 

services have particular management issues that other services may not experience. For 

example, families finding it difficult to combine family and work schedules may find it 

increasingly difficult to commit to the volunteer management committees required to operate 

SAC services (EFILWC, 2006; FACSIA, 2006). There is increasing pressure on management 

committees because members of the committee may not have the skills and commitment to 

devote to oversee the process.  

 

From a policy perspective, the care of primary school age children after school 

finishes has traditionally been situated in the government department concerned with welfare. 

Within the area of welfare, Moss and Petrie (2002) describe the systems in Britain as having 

“limited remit on preventative and protection work for a small proportion of children” (p. 

173). The public policies, provisions and practices associated with the SAC services have the 

difficulty of falling between protection and learning (Halpern, 2006; Moss & Petrie, 2002).  

The policies for child care, including SAC, have their roots in goals of poverty relief; and are 

custodial rather than developmental (Michel, 2003; OECD, 2006; Petrie, 2003; Rose, 2000). 

These notions have continued to permeate the policy directions for children in child care in 

western countries (Halpern, 2006; Moss & Petrie, 2002; Press, 2006; Sanson, 2002). 
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Governments, particularly in Britain and the United States, have been keen to deal 

with economic and social issues concerned with poverty by supporting children‟s services in 

the SAC sector (Halpern, 2006; Moss & Petrie, 2002; Nyland, 2001; OECD, 2006; Posner & 

Vandell, 1999; Seligson, 1999). The initiatives emphasised employment, rather than reliance 

on welfare support, and had a two pronged mission, with each goal having implications for 

the SAC programs. The first goal was to encourage adults into the workforce by offering care 

for their children, and this included encouraging women into the workforce and furthering 

their education so that they could obtain employment and reduce their reliance on welfare 

payments. The second goal was to provide activities to ensure that children had the necessary 

skills to seek gainful employment in the future.  

 

Policies for care and for education were seen as a way to provide solutions to poverty 

and associated issues: “It is believed that many economic and social difficulties may be 

alleviated or indeed solved, by the development of a population which is educated, trained 

and motivated for employment” (Petrie, 2003, p. 76). Petrie (2003) in her detailed account of 

the parallel development of policies for “care and education” in British services showed that 

in the first instance, the SAC service was provided to care for children while parents, usually 

mothers, could study and obtain employment and contribute to the family‟s financial 

circumstances. Second, future employment opportunities for children were seen to be 

enhanced if they spent time in SAC programs to support children‟s growth and development 

(MacBeath, Myers & McCall, 2001; Smith & Barker, 2004).  In their background report for 

the United Kingdom for the OECD Review, Bertram and Pascal (2000) state: 

There is a clear intention by the Government to cut across existing departmental 

boundaries and develop a „joined up‟ approach to policy delivery in the interests of 

coherent and effective support for children and families. The aim is to develop a 

seamless web of policies which will cross traditional demarcation boundaries and make 

it easier for families and children. (p. 53) 

Policies for “joined up” services in Britain have been the result of high level and applied 

public interest research on child development and children‟s services (HESTA, 2001; 

McDonald, 2002; Moss & Petrie, 2002).  

 

The United States approach has focussed on the development of public programs in 

response to government initiatives in the area of welfare reform, crime prevention, and 

education  reform (Seligson, 1999). At the same time, the focus of these policies has changed 
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“from one in which service provision is paramount to one where the needs of children is 

paramount and the services are seen as the means to address those needs” (HESTA, 2001, p. 

28).  As such, the emphasis has been on the features of innovative programs (Posner & 

Vandell, 1999; Seligson, 1991, 1999; Vandell & Schumow, 1999). 

  

Australian response to SAC and research 

During the 1970s, a groundswell of pressure from women‟s lobby groups demanded that all 

women should have the opportunity to work. According to Brennan (1998), the advocacy of 

child care lobby groups forced the Commonwealth government to plan a National Child Care 

strategy that included subsidising a number of places in SAC (Brennan, 1999; HAFS, 1997; 

Millward, 1998).  Since the mid 1980s, there have been further increases in the number of 

subsidised places for children in SAC (Brennan, 1998, 2004). Just as “work related reasons 

are the single biggest reason for parents using child care” (ABS, 2007, p. 3), the demand for 

school age child care has also risen. This is reflected in the statistics that show workforce 

participation is higher for women with school age children than for women with preschool 

aged children (ABS, 2005; McDonald 2002). The numbers of children aged between 5 and 11 

years attending before and after school care increased by thirty- three percent in the period 

2002-2005 (ABS, 2005; Australian Institute of Health and Welfare, 2002).  The 2006 Federal 

Budget approved the uncapping of child care benefit to increase places in SAC services. 

 

The SAC services were previously viewed as a minor player in the child care sector. 

For example, 73 percent of children attend SAC for less than ten hours each week. This could 

be interpreted in a number of ways: the SAC services being underutilised, as there was still 

unmet demand (ABS, 2005); there is unreliable data regarding the uptake of children 

attending services (ABS, 2007); there was a shift away from the use of SAC services in 

preference to informal care. More recently SAC services have been described as the fastest 

growing child care service (SAA, 2006).  

 

Public policies impacting on the lives of children are located in a number of different 

government portfolios depending on whether they deal with social policies or economic 

policies. The policies that inform service provision in these areas have developed and 

changed over a period of time, most noticeably when there was growth in the economy 

(HESTA, 2003; Jamrozik, 2005; McDonald, 2002; Press, 2006). The National Early 

Childhood Development Strategy, Investing in the Early Years (2009) has placed increasing 
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emphasis on higher expectations for the service delivery of child care services, including 

SAC services. 

 

With a huge demand for services, placing too many restrictions in the form of 

mandatory requirements, such as regulations and accreditation, had the potential to reduce the 

availability of services. This situation would have been untenable with the increasing 

pressure for SAC places in response to increasing workforce participation of parents with 

school age children. The hasty response to providing child care for school age children has 

contributed to the issues that plague the sector, as many services commenced without 

adequate resources or infrastructure (Arnold, 2002). The services depended on other 

organisations, such as schools, to provide accommodation and equipment. The hasty response 

to provide SAC in schools was initiated usually by volunteer committees sponsored by an 

assortment of non-profit community based organisations. The SAC services were 

predominantly managed by the voluntary services of parents and other community-minded 

citizens. This form of management made SAC services quite different from other forms of 

child care such as long day care (HAFS, 1997, p. 1).  It also impacted on the status and 

profile of SAC services. Being managed by voluntary organisations has contributed to the 

low status and profile of the SAC sector, as evidenced by child care staff “subsidis[ing] 

childcare through low wages” (Pocock, 2006a, p. 173).  These circumstances though 

providing a service to parents may not have been in the best interests for the well being of 

children. 

 

The perception that SAC has limited operational hours has contributed to the low 

priority placed on this form of care (QDoC, 2007). In comparison to long day care settings, 

the hours of operation and the attendance patterns of SAC services may seem minimal. 

However, the format for SAC operating before and after school masks the actual operating 

hours of SAC services, which are usually at least five hours per day but split into two 

sessions. If these sessions are combined with vacations and pupil-free days, SAC services 

operate for an equivalent amount of time when compared to their host schools. While the 

majority of children who attend SAC services participate for less than ten hours a week, more 

children attend SAC services than long day care (Commission for Children and Young 

People and Child Guardian, 2007).  
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Value of School Age Care Services 

SAC services cater for children from 5 to 13 years of age. Children may attend SAC for up to 

five hours per day during school terms, and eight to ten hours per day during school holidays 

suggesting children spend about half their waking hours in the SAC (Network, 2000). It is 

difficult to make comparisons between attendance rates at SAC services due to the various 

statutory requirements, the diversity of program types and the resources and equipment 

available for use.  There has been inconsistent information collected about children who 

attended programs because of the paucity of statistical data available. However the 

Convention on the Rights of Children states just as children have a right to education (Article 

28) they also have a right to rest and leisure activities (Article 31). SAC services are deemed 

to be providing opportunities to meeting these rights. In so doing there are principles and 

practices which underpin high quality SAC programs. Features of these principles and 

practices will be discussed in the following section. Moss and Petrie (2002) state that children 

can undertake different experiences in school age care from those provided by the schooling 

system to learn skills and attitudes for citizenship.  

 

The image of the child and changes in childhood, family structures and increased 

workforce participation contribute to the context in which SAC services are examined. 

Children are considered to be fully formed individuals with perspectives of their own (Jenks, 

2004; Prout, 2005). They are viewed as strong, competent, resourceful and developing in 

social context (Christensen & James, 2008). These images shape the community responses to 

policies and programs that strive to nurture children‟s wellbeing, development and learning. 

They are being reared in social circumstances that are different to previous generations of 

children. Children are living in more diverse life circumstances where their activities are 

increasingly regulated. Simultaneously children‟s lives are being viewed through a more 

individualised lens (Prout, 2005). These circumstances shape expectations for programs for 

SAC services. 

 

The impact of school age care programs on children’s lives 

The impact of out of school care provision on children‟s lives is dependent upon the quality 

of the out of school care programs (Barnett & Gareis, 2006; Millward, 1998; Pocock, 2006a; 

Rosenthal, 1999). Munton et al. (2002, p. 224) cite research from the United States that 

suggests children of working parents are physically, emotionally and socially at risk if the 

program is of poor quality. British researchers (Moss & Petrie, 2004; Smith & Barker, 2000, 
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2004) state if children are spending more time in SAC services the experience needs to be as 

beneficial. High quality programs allow children to construct knowledge and help develop 

their sense of identity, independence, and ability to make decisions for themselves 

independently (Moss & Petrie, 2002). Smith and Barker (2000) found that children were 

happiest when they had some control over the way in which the SAC service operated.  

 

High quality SAC program are dependent on an integration of variables. However 

Munton et al. (2002) found that three key factors contribute to the effectiveness of children‟s 

experiences in SAC: 

x Staff trained to understand and provide the stimulation essential to the social, 

emotional and academic development, and healthy functioning of school age children; 

x A flexible program structure offers a wide choice of activities to stimulate and 

challenge, promoting both autonomy and security for children; and 

x Appropriate staff-child ratios and numbers of children to promote positive interactions 

between children and staff and between the children themselves (Munton et al., 2002, 

p. 228). 

These factors have applicability to all manner of services that are offered to children in 

western countries. 

 

Statistical information shows that the attendance rate diminishes with the age of the 

child in services in western countries. Understandings about the drop in attendance rates of 

older children are yet to be comprehensively explored but two reasons are possible. First, 

young children enjoy out of school care but the provision of care for children aged 10 or 

more is more problematic (Department of Health and Family Services (HAFS), 1997; 

Malcolm, Wilson & Davidson, 2001). Older children tend to prefer a less structured home-

type of environment with more emotional and physical freedom (HAFS, 1997; Audain, 

Leadbetter & Schoolbread, 2005), and with activities that are suitable for older children.  

Second, attendance rates may also diminish because of mixed perceptions about whether 

older children need adult supervision (Seligson, 1991). In Finland, it is regarded as desirable 

for children of school age (seven years and up) to be independent whereas, in Britain, parents 

are concerned about stranger danger and traffic danger and so demand adult supervision of 

children after school (Mayall & Hood, 2001). There is growing evidence to suggest that older 

children need the company of others after school hours for emotional and mental wellbeing. 
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Parents‟ attitudes toward the function of SAC in the lives of their children influence 

the care arrangements they make for their children. Generally, documentation about 

awareness of parents‟ perceptions, choice and concerns about SAC services have been 

restricted to issues about funding, affordability and accessibility (Brennan, 1999; Malcolm, 

Wilson & Davidson, 2001; Petrie et al., 2000).  Parents‟ assumptions about the requirements 

for school age care program are based on their experience with long day care settings. New 

Zealand parents reported that they wanted high quality program for their children that 

provided children with a range of options. These options were to give children „real choices 

between relaxing, fun, educational and recreational experiences‟ (Bellett & Dickson, 2007, p 

74). There was a desire for SAC services to be seen as more than care arrangements.  

 

Relationships 

Underpinning knowledge for the roles and responsibilities in of children and adults in SAC 

services include socio-cultural developmental theories which are more likely to equip 

individuals to understand the holistic life of a child rather than just the „school‟ or „care‟ 

experiences (Cartmel, 2007). A key feature of the sociocultural dimensions is a focus on 

relationships between children and adults and amongst children and consideration for 

children‟s participation and rights. This focus is increasing as society‟s image of the child and 

childhood evolves. Contemporary constructs of childhood describe the child as a competent, 

capable individual and active participant in the social world, also known as an agentic child 

(Powell & Smith, 2009; Sorin & Galloway, 2006). This conceptualisation recognises that 

children co-construct knowledge and meaning through their engagement with others in 

different contexts, and are reliable, powerful and informative reporters of their own 

experience (Moss & Petrie, 2004; Powell & Smith, 2009). Furthermore, this perspective 

emphasises the importance of listening to and respecting a child‟s voice and rights, resulting 

in an increase in children‟s active participation in decisions and research that concerns them 

(Christensen & James, 2008; Dockett & Perry, 2007b; Powell & Smith, 2009). Thus, recent 

shifts in societal understandings of the child emphasise the significance of working with 

children, rather than for children, in environments in which they are engaged.   

 

The benefits of including children in decision making are well supported. Article 12 

of the United Nations Convention on the Rights of the Child (UNCRC) outlines that children 

have a right to be listened to and have their views respected on issues that concern them 

(Brooker, 2001; Thomas, 2001). Furthermore, Thomas (2001) states that “plans and decisions 
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are better for being based on the knowledge and opinions of those directly involved” (p.106), 

emphasising that children are no exception. Children‟s participation in decision making 

increases their self esteem and sense of control, and facilitates their developing 

communication and problem solving skills (Brooker, 2001; Powell & Smith, 2009; Thomas, 

2001). Incorporating children‟s thoughts and ideas also produces participatory and 

collaborative programs, which are more effective and beneficial for children and the broader 

community (Powell & Smith, 2009; Sorin & Galloway, 2006). Encouraging children to share 

their perspectives and opinions allows practitioners to incorporate the diversity and multiple 

voices of children within a particular context (Grieshaber & Cannella, 2001). Thus, 

promoting children‟s participation in decision making enhances the development of SAC 

settings that accurately reflect and value every child‟s situation and experience, enhancing 

their development and wellbeing.  

 

Children who experience consistent caring relationships with elements of friendships 

and trust develop life skills that enable them to contribute to community life and to cope with 

adversity. In so doing children develop a sense of justice, belonging and a sense of security 

that underpins the habits of citizenship including empathy, moral reasoning and moral 

behaviour (Burgess, 2005, Fuller, 2001). The acquisition of resilience, emotional intelligence 

and social competence equips children for success in learning and future life outcomes 

(Berson & Baggerly, 2009; Fuller, 2001; Phillip, 2008). These relationships are reciprocal 

interactions. When provided with the opportunity for regular social contact, children are 

capable of forming close relationships with other children at a very young age (Dunn, 2004). 

These early friendships matter to young children, providing support and comfort in times of 

stress and giving children the opportunity to experience shared pleasure and happiness  

(Dunn, 2004). Starting school is associated with increased opportunities and challenges for 

children to socially interact and build relationships with peers both at school and in school 

age care settings (Dockett & Perry, 2006; Dunn, 2004; Fabian, 2000; Margetts, 2006). 

Friendships are significant to children as they can have positive impacts on children‟s 

development and learning, engagement and enjoyment.  Friendships enhance children‟s 

social, emotional, and communicative skills and competencies; provide emotional and 

cognitive resources and support; and facilitate the formation of internal models of friendship 

that inform the development of future relationships (Bagwell, 2004; Dunn, 2004; Ladd, et al., 

1996). Friendships also “offer children rich opportunities to understand the feelings, ideas, 

and perspectives of another person, and appreciate the views and concerns of another child”, 
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as children engage in play and leisure with their friends (Dunn et al. 2002, p 622). 

Furthermore, being liked by another child supports children‟s positive developmental 

outcomes (Hartup, 1996). Thus, encouraging children to develop and maintain positive 

friendships throughout their schooling years is importance as these relationships contribute to 

children‟s learning and development. 

 

Friendships impact on children‟s adjustment and engagement in the activities of the 

school years. The pleasure and companionship associated with having friends increases 

children‟s motivation and enthusiasm to engage and participate in activities, and enhances 

their sense of connectedness to school and school age care settings (Centre for Community 

Child Health, 2008b; Hauser-Cram, et al., 2007; Peters, 2003; Valeski & Stipek, 2001). 

Providing the opportunity for children to develop friendships in SAC settings which can be 

continued in the school setting creates greater connections between the various contexts 

children are engaged in. Maintaining stability and continuity in children‟s relationships across 

different settings promotes children‟s confidence, security and inclusion in different 

environments (Bulkeley & Fabian, 2006). Promoting this sense of security and belonging at 

school facilitates children‟s school adjustment and performance (Brostrom, 2000). Thus, 

being able to interact with friends outside of the school day is a positive consequence of 

attending SAC which enhances children‟s connection to and inclusion in the school 

environment. 

 

The ability to make friends easily and successfully is developed and produced by 

context, rather than relying only on children‟s individual skills and personality (Peters, 2003). 

The structure and organisation of a particular setting can have a significant impact on 

children‟s friendships, facilitating or disrupting their access to new and old friends (Corsaro, 

et al., 2003). Children‟s ability to make friends in the SAC settings may be enhanced through 

the provision of time and space to engage in open social interactions with other children in 

the playground and classroom (Jackson, 2009). It is important to consider friendships in the 

development of SAC settings as these relationships are important to children and may have a 

significant impact on their wellbeing and development.  

 

Play 

Social interaction that builds friendships occurs within play and meaningful leisure activities. 

The functions of play are very important to children‟s lives (Lester & Russell, 2008; Nordic 
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Teachers Counsil, n.d.; Woolcock & Steele, 2008).  Lester and Russell (2008) provide a 

comprehensive resource to substantiate the importance of play to children‟s physical and 

emotional needs. Evidence is drawn from diverse sources to promote the notion that the 

enjoyment that children derive from play and leisure activities contributes to their wellbeing 

and development. Emerging references to brain science where links are being drawn between 

brain development and children‟s emotional and physical health, wellbeing and resilience are 

providing evidence to consolidate the importance of play (Ashcraft, 2005; Lester & Russell, 

2008).   

 

Previously much of the research about the value of play was focused on children 

under school age. However, there is a growing body of research work being undertaken about 

how school age children use play to support the development of their skills, knowledge and 

understandings. Subsequently there are recommendation about the role and responsibilities of 

adults who engage with children in settings where play is a priority such as SAC settings. The 

design of the environments and the characteristics of the interactions between adults and 

children have been considered (Lester & Russell, 2008; Moss & Petrie, 2002; Woolcock & 

Steele, 2008). Studies have shown that there is a delicate balance in nurturing children‟s play. 

Adults grapple with the notion that children may be viewed as developing and competent at 

the same time (Upritchard, 2007).  This circumstance provides a challenge for the training of 

adults who are to work with children in SAC settings. 

 

Environments 

Insights into play behaviours of children are essential to practices that shape the development 

of environments that create the spaces in which play can be enacted. In order that children are 

able to develop physically, emotionally and cognitively the spaces for play need to be 

designed and arranged in such ways for opportunities for these types of development can 

occur. Children‟s motor abilities, social skills and emotional resilience are acquired in 

settings where due consideration has been given to their needs (Woolcock & Steele, 2008).  

Woolcock and Steele (2008)  provide an overview of child-friendly community indicators 

that are equally relevant to SAC settings as they are to the broader community particularly as 

they are concerned with children‟s leisure and play. 

 

 Children need spaces to interact socially with small and large groups of children 

depending of the kinds of activities they are undertaking. Private spaces for quiet reflection 
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and relaxation are as important as wide open spaces for vigorous physical activity (Kennedy 

& Stonehouse, 2004; Scottish Executive, 2005; Woolcock & Steele, 2008). New South Wales 

Commission for Children and Young People (2009) describe the following principles which 

are indicators for suitable environments that support children‟s wellbeing and learning: 

x Agency – where children can take independent actions leading to some control 

and capacity to act independently  

x Safety and security – where children feel a sense of safety and security 

x Positive sense of self – where children feel a sense of fun, welcome and 

support 

The arrangement of the environment can nurture fellowship and social tolerance and reduce 

exclusion and bullying (Nordic Teachers Counsil, n.d; New South Wales Commission for 

Children and Young People, 2009). 

 

 The opportunities in SAC to participate in activities linked to the natural environment 

are also valued. Children‟s understandings and commitment to sustainability and protecting 

the natural environment can be nurtured (Nordic Teachers Counsil, n.d.). The natural 

environment is noted as having a positive influence on reducing stress and better mental 

health (Woolcock & Steele, 2008).  

 

Transitions between SAC, schools and home 

The role of conduit between home and school undertaken by SAC services should not 

be underestimated. For some parents their contact with the schooling system is through the 

SAC service (Dockett & Perry, 2006; Elliot, 1998; Cartmel, 2007). Changing family 

structures are providing restrictions on education and school choices. Families are placing 

emphasis on schooling choices based on the access and quality of SAC services (SSA, 2006). 

Further the significance of the impact of SAC on family relationships and wellbeing has been 

highlighted for a number of reasons including children who have positive experiences in SAC 

setting are more likely to experience success at school (Moss & Petrie, 2002; 

Simoncini,2009) and parents who feel secure that their children are being cared for in a 

quality SAC settings are more confident in their relationships with their children.  Parents‟ 

attitudes toward the function of SAC in the lives of their children influence the care 

arrangements they make for their children (Wise and Sanson, 2000) Generally, 

documentation about awareness of parents‟ perceptions, choice and concerns about SAC 
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services have been restricted to issues about funding, affordability and accessibility (Brennan, 

1999; Malcolm, Wilson & Davidson, 2001; Petrie et al., 2000). SAC have been described as a 

partner for working parents with school age children (Cartmel, 2007; Kennedy & Stonehouse, 

2004; Piscitelli & Mobbs, 1986). Previously the transition between home and school was 

considered to be the teachers‟ responsibilities (Garey, 2002) . However, the caring 

component of the teachers‟ role was minimal as children transitioned between home and 

school, and school and home.  The subsequent introduction of the SAC service meant that 

teachers could relinquish some of the responsibility for the care of children. Now, SAC 

services were responsible for children while their parents worked (Garey, 2002; Gifford, 

1991).  

 

Issues for Australian SAC services 

The development of a framework is situated in a context changing understandings about 

children and where many pressing issues such as insecure tenancy, workforce issues, and 

clarity of service provision remain (Press, 2006). These issues may impact of the capacity of 

the services to implement the principles and practices that underpin a framework guiding 

quality service delivery for SAC. 

 

SAC services undertake a diverse range of responsibilities for children and families. 

As such, SAC has lacked an identity under current service models as there has been a lack of 

appreciation of their role (Cartmel, 2007). Subsequently, there are contested understandings 

about SAC which have exacerbated the issues for the sector. SAC services have been referred 

to as the “Cinderella” of the care services because they attract the least amount of funding 

and have the poorest work conditions (Gammage, 2003). Gammage (2003) suggests that SAC 

makes “contributions towards the social and psychological capital (not to mention safety) and 

to freedom” (p. 2), but often has impermanent premises and substandard service and 

equipment, and is “tucked away, so as not to offend too much” (p. 2). These issues, as they 

are outlined in the following section, are not in hierarchical order and, even though they are 

separated for discussion, they are very much interwoven with each other. Unresolved these 

issues have the potential to unsettle the introduction of a Framework for School Age Care. 

 

Statutory Regulations 

Legislative frameworks are a form of accountability for consistent service delivery. An 

alternative form of accountability is accreditation, a quality assurance process. In Western 
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countries, there have been varied responses to legislative frameworks and accreditation for 

SAC services. The introduction of regulations and accreditation has been hampered by the 

historical, social and economic circumstances of SAC. The development of quality assurance 

processes has gathered momentum since child care has been viewed as a commodity. Both 

internationally and nationally, there is scarce documentation about the effectiveness of 

systems of licensing and accreditation for SAC (Moss & Petrie, 2002; Pocock, 2006a). The 

community-based operation and the minimalist financial outlay associated with the delivery 

of SAC services have hindered the introduction of rigorous regulations. As SAC services 

typically were established with a minimalist approach to resources and staffing, quality 

assurance processes mean that these conditions are under evaluation. The circumstances of 

donated venues with volunteer staff and volunteer management committees from non-profit 

organisations made it a struggle to achieve the commitment required for the achievement of 

licensing standards and the accountability for quality assurance accreditation . Consequently, 

resistance to changing the mode of operation, means that services are at risk of closing as 

they do not meet the legislative standards (HAFS, 1997).  

 

Licensing 

Licensing provides a regulatory framework for the SAC sector to encourage the delivery of 

consistent out of school hours care services.  It provides information pertaining to physical 

and human resources. The licensing regulations cover areas such as the level of qualification 

of staff who work in services, the size of a service and the ratio of staff to children, physical 

requirements of building spaces and equipment, health and safety and administrative 

requirements. These features generally are considered to contribute to the quality of a service 

(NCAC, 2007). The regulatory framework is a complex activity that depends on the system 

of government designated to provide the regulatory framework. Some buildings and 

equipment approved for use by schools did not meet the standards required of SAC services. 

The introduction of National Quality Standards and associated legislation on July1, 2010 will 

strive for consistency in service provision across Australia, 

 

The surge of parents into the workforce meant a hasty response to provide child care 

for school age children. The hasty response embraced flexible arrangements for operating 

SAC services so that SAC management committees had easier access to venues and 

equipment. To ensure flexibility, the SAC sector began without any regulations, which meant 

that services were established at low cost (Finlason, 1993). As previously mentioned, at the 
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time of establishment of SAC services, regulations may have been a disincentive for services 

as they may have required buildings, staffing and resources that the services could not meet 

and, therefore, the services would not have been established. Lack of public standards for 

SAC prompted members of the National Out of School Hours Services Association to draft 

their own set of guidelines, National Standards for Outside School Hours Care (1995). These 

standards were the forerunner of significant changes for the SAC sector. The SAC services 

that have operated in ad hoc facilities are required to adhere to regulations governing features 

such as indoor and outdoor spaces and staffing. While these initiatives have some positive 

impact on the SAC sector, some services need additional financial support to undertake the 

significant task of modifying their physical facilities.  

  

Accreditation 

SAC has long been considered the poor relative in child care (HAFS, 1997). As such, the 

SAC services have had different historical circumstances from those that led to the 

development of the accreditation process for long day care services. For children under 

school age, early childhood services are deemed to offer both care and education, whereas 

school age children are considered to be educated at school, and the after school care a 

service to mind children until their parents collect them (ABS, 2007; Elliott, 1998b; FACS, 

2005). This form of child minding received little recognition in the way of public funding.  

While the child care quality improvement process for long day care settings was prompted by 

the growth in private operators and market-driven child care provision (Brennan, 1998, 

1999), the SAC sector embraced the notion of accreditation in order to alter the status of 

sector (Arnold, 2002; Monro Miller, 2003).  SAC services sought to be treated on equal 

footing to long day care and family day care services. The accreditation or quality assurance 

process was a way to alter the perception that after school care was a lesser kind of care 

service in comparison with long day care services (CSML, 1999).   

 

The motivation for the accreditation process has a long history (Arnold, 2002; NCAC 

2003). The NOSHSA Chairperson‟s Annual Report (2001) states that quality assurance was a 

positive step in increasing the profile and value of SAC in the community. The National 

Childcare Accreditation Council (NCAC) launched the SAC Quality Assurance Process on 1 

July 2003 (NCAC, 2003b).  Less than three years after the implementation of accreditation, 

recommendations were made to streamline the process for all child care services (Tayler et 

al., 2006). In Australia, the highly casualised and under-qualified nature of the workforce 
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presently employed in SAC makes it difficult to provide the qualified staff required to meet 

the requirements of quality assurance processes (Cartmel, 2007; CSML, 1999; FACS, 2005; 

Petrie, 1996). Further, casual staff  usually have a short term commitment to the organisation 

so they have often exited from the SAC service before they can contribute to the changes 

required in the quality improvement process. The successful introduction of a Framework in 

conjunction with the Quality Assurance Process will need to be ensure appropriate support be 

given to services for effective implementation. 

 

Workforce Issues 

The SAC sector is characterised by a casualised workforce with low pay, insecure work 

conditions and low status. As well, there is high staff turnover and difficulties with 

qualifications and training (Ackerman, 2005; Cameron, Mooney & Moss, 2002; FACSIA, 

2006; Misko, 2003; Rolfe, 2005). In school age care, training and qualifications are 

highlighted as powerful predictors of positive experiences for children (McGurk, 1997; 

Munton et al., 2002, Smith & Baker, 2000). In the United States, Beckett, Hawken and 

Jacknowitz (2001) state that staffing appears to impact on the effectiveness of the program. 

Staff turnover in SAC is notoriously high (CSMAC, 2006; FACS, 2003; Misko, 2003). The 

concerns about high staff turnover is that it “results in a lack of continuity of care for children 

and problems for services in relation to time spent in staff recruitment and training” (HAFS, 

1997, p. 17). However, very little attention has been directed at the experiences of children in 

relation to high staff turnover and lack of professional knowledge. As the OECD points out, 

this lack of knowledge about children‟s experiences has resulted in SAC being characterised 

as emphasising “custodial care or homework rather than developmental leisure time 

activities” (OECD, 2006, p. 84).  

 

While there has been some research on staff qualifications, this research is more than ten 

years old and probably does not reflect current situation. Moyle et al.‟s (1997) study found 

that a teaching qualification was the most common form of qualification while others had 

qualifications in child care, nursing, recreation, social work, psychology, accountancy or 

business management (Moyle, et al., 1997).  Although each area had some relevance to the 

operation of the service, the limited hours of work available makes it difficult to demand 

individuals have both business skills and the ability to program for the leisure time of school 

age children. The education and training of SAC staff needs to better prepare them for the 

responsibility that they have to children and the wider community (Cartmel, 2007).  Staff 
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need to engage in critical thinking so that they are able to be more reflective and enhance the 
quality of the services they deliver- not from a fiscal level but also a moral responsibility to 

children. They need the skills and knowledge to engage with and promote children‟s 

wellbeing and learning, and collaborate with families and communities to make locally based 

decisions, relevant to each child and their community. The transition to a more 

professionalised sector has been slow for a range of reasons: 
x Lack of remuneration; 

x Limited hours of work available; 

x Limited opportunities for career progression; 

x Extra duties to be performed especially with the quality assurance; and 

x Very low professional status. (Misko, 2003) 

The very low professional status is reinforced when SAC services and schools share spaces 

(Cartmel, 2007; Misko, 2003; Smith & Barker, 2000).  Differing qualifications may affect 

relationships between qualified teachers and less qualified SAC staff.  For example, how the 

shared space is negotiated between school staff and SAC staff may be affected by the 

professional “social space” between the SAC staff and school teachers (Smith & Barker, 

2000).  

 

The professionalisation of the SAC workforce has been further disadvantaged because 

of part-time employment. While there have been improvements to offering training 

opportunities, the lack of training still contributes as an issue that impacts on the SAC 

workforce and continuing high staff turnover (FACS, 2003; FACSIA, 2006; HESTA, 2001; 

Misko, 2003; Moyle et al., 1997).  Staff need qualifications that equip them  to problem-solve 

and advocate to respond to changing circumstances (Wheelahan, 2007)  and professional 

knowledge to be able to contribute to the research and scholarship in the SAC sector 

(Cartmel, 2007). 

 

Tenancy Concerns 

Adequate physical locations for services are relevant to the provision of suitable 

environments for the care of children, working conditions for the SAC staff, levels of 

utilisation, and financial viability. However, the problems associated with venues for SAC 

have been an on-going issue ever since services were established (FACS, 2005; HAFS, 

1997). With no consolidated funding arrangements for the establishment of SAC (Arnold, 
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2002; Brennan, 1994), services used venues that were free and relied on volunteer staff as 

well as volunteer management committees to underwrite the activities.  

 

Schools are viewed as favourable SAC sites for service providers and families. The 

schools usually allow SAC services access to a range of additional resources such as 

playgrounds, sporting fields, and other equipment and resources. The majority of SAC 

services in the Britain, United States and Australia are co-located in schools (Barker, et al., 

2003; FACS, 2005; Glyde, 1997; Halpern, 2006; Moss & Petrie, 2002; Moyle et al., 1997; 

Seilgson & Allenson, 1993).  For families, there are many advantages when services are 

closely linked to the school situation (Kennedy & Stonehouse, 2004; QDoC, 2005; State of 

South Australia, 2006). The use of schools as venues for SAC is convenient because children 

did not have to be transported and families do not have to concern themselves with 

availability and risks associated with transportation. 

  

On the surface, there are seemingly many advantages for using school premises to 

deliver SAC services (Barker & Smith, 2000; Mahon, 2001; Petrie et al., 2000). However, to 

use the school buildings for SAC is not a simple solution. Problems such as multiple-users of 

locations, limited tenancy agreements and informal venue arrangements made conditions 

difficult for SAC coordinators in their endeavours to provide appropriate environments for 

the care of school age children (Cartmel, 2007). The security of tenure for SAC services is 

important for licensing and accreditation and for the future viability of the service (Network 

of Community Activities (Network), 2000). Operating in makeshift lodgings has negative 

consequences for delivery of quality, sustainable SAC services (EFILWC, 2006; Gammage, 

2003; OECD, 2006).   

 

For SAC services operating in schools, there are often contested arrangements in 

relation to the use of buildings and equipment. The rules for use of space change as to 

whether the space is being used for school or SAC activities. Because accreditation and 

licensing have certain building and programming standards to be attained by SAC services, 

the issues have become increasingly pronounced since the introduction of licensing and 

accreditation. This leads to contradictions and complexities, for example, the “sandpit and 

playground equipment” deemed unsuitable for SAC services by regulations, are used by 

children during the school day (Tayler et al., 2006, p. 37). An additional issue is the difficulty 

of achieving quality standards in circumstances when the SAC venue is constantly relocated 
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(FACS, 2005) or when there are differing expectations regarding the use of equipment and 

school spaces. Smith and Barker (2000) describe children in British out of school clubs as 

“perplexed, oppressed and confused” (p. 255) by the shifting boundaries between school and 

the out of school care services on the same premises. For example, equipment and places 

available to children during school time may not be available to them in out of school time. 

Moss and Petrie (2002) propose that, when services coexist, there is a need for a detailed, 

principled strategy to ensure that there is a balance between “civic and individualistic 

values”.  

 

Across the western world, schools as venues are reported as important to the provision 

of SAC services. There is growing interest in the increasing significance of schools as sites 

for the delivery of child care for school-age children (Ashcraft, 2005; Barker et al., 2003; 

Halpern, 2006; Moss & Petrie, 2002; Seilgson & Allenson, 1993; Smith & Barker, 2000). 

The situation is such that it is very difficult for SAC services to afford their own premises. 

Further, parents prefer their children not to be transported and remain close to the school site 

for SAC activities. The strategic direction of Australian SAC services and schools has been a 

topic of discussion, but of low priority since the 1980s (Arnold, 2002; Cartmel, 2007). SAC 

services are typically viewed as separate from the day to day operations of their venue hosts, 

even when the services are located in schools. In the 1990s, the Schools Council of the 

National Board of Employment, Education and Training decided that schools would not take 

responsibility for SAC services though they would be supportive of external organisations 

operating on their sites (Gifford, 1992). The report Early Childhood in Australian Schools: 

Future Directions recommended to the Schools Council that child care is not the 

responsibility of the schools (Gifford, 1992). The changing circumstances for families and 

children and communities and the fact that the majority of SAC are based on school sites 

combined with the reforms in education and care services provisions (COAG, ) and child-

friendly communities (Woolcock & Steele, 2008)  mean that there is scope to consider the 

venues for SAC services in the best interests of children.  

 

Communication problems 

Communication is a key feature of SAC services. Communication serves social integration 

and socialisation to form social identities, qualities significant for children‟s development. As 

well, communication between stakeholders with management committees and parents about 

the quality standards can improve their work conditions. Poor communication can 
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significantly alter the quality of service delivery (Cartmel, 2007). The interactions between 

SAC stakeholders (Children, parents, staff, management committees, principals and teachers, 

policy makers and legislators and other community members) are complex undertakings. 

Communication has been added to the list of issues because it is a strategy critical to the 

operation of the SAC services.  Increasingly there is a„joined-up‟ approach to the vision for 

school-age child care services – from the economic policies associated with increasing 

workforce participation to the social policies about children‟s wellbeing and protection 

(Cartmel, 2007). More recently the joint initiative between QCAN, NETWORK  OSHC and 

the Australian Primary Principals Association to develop an e-resource to help sustain 

effective communication in school age care settings. In the United States the National 

Afterschool Associations has developed a professional development program for Principals 

and SAC coordinators/management committees  - Aligning the Learning Day which has a 

focus on collaboration strategies for Principals and Afterschool Program Directors. 

 

Summary 

There is an emerging interest in the growth and development of SAC and there is a growing 

impetus for research in the following areas  

x Impact of SAC on children 

x Identifying the models of good practice for play and meaningful leisure time 

x Examining the relationship between school and SAC 

x Distinctiveness of the variety of SAC activities, for example, vacation care, 

breakfast clubs, active after school care 

Best practice examples or empirical research that provides some clarity for the issues of SAC 

services will allow staff  to approach quality improvement tasks with confidence that they 

will be in the best interests of the children and families who use the sector . Further, the 

circumstances for school age care contain some marked contrasts for example concern for 

staff shortages and the low status for the SAC sector are in marked contrast to the demand 

and the commitment by parents to use SAC services and the enthusiasm with which children 

participate in before and after school and vacation care programs. The mismatch between the 

origins of SAC as a community service to circumstances where the service is required to 

operate as a sustainable small business is significant. These issues will impact of the ability of 

services to sustain effective operations and implement changes for quality in school age care 

services, including the introduction of a Framework for School Age Care Services will 
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provide the sector with some measurable outcomes and the opportunity to develop and 

sustain high expectations for the role and responsibility of SAC services.  
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