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Executive Summary 

The National Partnership on Early Childhood Education (NP ECE) contains the commitment that by 
2013 every child will have access to a preschool program in the 12 months prior to full-time schooling. 
The NP ECE Agreement is part of Australia’s broader strategy to ensure that all children have the 
opportunity to maximise their potential and increase the nation’s future productivity. In the Australian 
context, the NP ECE provides the opportunity to take a nationally consistent approach to addressing the 
issues of social disadvantage and exclusion from the early stages of a child’s life. 

The NP ECE Evaluation will be undertaken throughout the life of the Agreement (2009-2013) to 
determine its effectiveness in achieving its outcomes, including the outputs and performance indicators 
stipulated in the Agreement. The Evaluation will enable Governments to understand what is achieved 
and will provide insights to support implementation. 

This is the first Annual Report of the four-year evaluation of the NP ECE. The data informing this report 
is drawn from the 2009 period. Where relevant however, programs or activity underway at the time of 
the report being written, in 2010, are also included in the report. 

Overview of 2009 outcomes 

Evaluation of progress in the first calendar year of the Agreement has focused on immediate outcomes, 
and to the extent possible, progress towards intermediate and ultimate outcomes, as identified in the 
NP ECE Evaluation Framework. 

The key focus of jurisdictions is either handling an increase in enrolments, expanding to handle an 
increase in hours, or both. Some jurisdictions are finding this a significant challenge while others are 
managing the necessary infrastructure requirements comfortably. Assessment of affordability is difficult 
at this stage due to the lack of agreed measures. 

Evaluation of intermediate outcomes was quite limited. Most jurisdictions met their 2009 targets or 
indicative trajectories in relation to the number and/or percentage of four-year ECE qualified teachers.  

It was not possible to assess how well jurisdictions are responding to the challenge of providing 
preschool in a range of settings to accommodate the needs of different families.  It was also too early to 
evaluate whether the States and Territories were making progress in removing barriers to accessing 
preschool. In terms of enrolment, it appears that most jurisdictions met their 2009 targets. 

Table E1 below summarises the progress made by each jurisdiction after the first year of 
implementation of the NP ECE. The information in the table was sourced from 2009 Annual Reports 
and from bilateral discussions. It should also be noted that significant caveats exist around the data 
used and that these data should be read in conjunction with footnotes provided. It is neither possible 
nor appropriate to compare these data as there is currently no national consistency around their 
collection. 

 

Key:  

indicates result is higher than target/indicative trajectory  

indicates result is lower than target/indicative trajectory 

indicates result is the same as the target/indicative trajectory. 
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Table E1: Implementation of the NP ECE –Summary of benchmarks/indicative trajectory achievement 

State/ 

Territory 

Enrolments Hours per week: 

 % of enrolled 
children in at 
least 
15hrs/week 

 Avg hours per 
week 

Four-year 
qualified 
teachers 

Costs to parents Disadvantaged 
children 
(share or rate) 

Indigenous 
children 
share or rate) 

NSW 

 

 

81.1% 
1 


 
29%  

2.11(6 hour) days 

4532 
2
 Community 

preschools: 

State-wide  - 
$27.93  

ATSI - $10.40  

Low income - 
$16.62  

75.2% (rate)  88.2%  (rate) 

VIC 

 

96.2%  

 

13.5% 
3
  

11.8 hours  (avg 
excluding LDC)  

14.6 
4
 hours  (avg 

including LDC) 

 

829 
5 
 Average weekly 

fee: $32.17 
6 
 

95.1% 
7
 (rate) 69.3%  (rate) 

QLD 32%  38%  

13.7 

892  4% ($0-$19 per 
week) 

8% ($20-$39 per 
week) 

81% ($40-$59 per 
week) 

7% (over $60 per 
week)  

52% (rate)  

 

 

 

20% (share)  

33% (rate)  

(2006 Census 
denominator) 

 

6% (share)  

WA 
8
 Over 95%  11 hours 

9 
 584  Up to max $60 per 

child per year 
(voluntary 
contribution, 
Government 
schools only)  

20.8% 
10 

(share) 
Maintained 
(rate)

 11
 

SA 84.5% 
12


 
2.3%   

11.1 hours  

225
13
 Maintained – free 

 
26.3% (rate)  Maintained 

(rate)  

TAS 96.5%  23%  

11.8 hours 

351 Maintained – free 
 

Maintained – 5.5% (share) 
14 

 

ACT 94% 13.7%  

13 hours 

77%  Maintained – free 
 

1.7% (share)  1.9% (share) 
15

 
 

NT 84.2% 
16


 
27.9%  

12.9 hours 

42.3%  Maintained – free 
 

 

42.4% (share)  38.9% (share) 
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Table notes: 

1. In NSW, the data for participation were collected in August 2009. These data do not reflect the impact of 

additional funding provided by National Partnership Agreement on Early Childhood Education and the most 

current figures of Long Day Care Services delivering a preschool program in NSW. 

2. NSW data now distinguish between Degrees and Degree equivalent qualifications and Diplomas, and 

distinguish Degrees by three-year or four-year duration of study. NSW reported a total of 5,741 teachers, this 

comprises 4,532 Degree or equivalent and 1,209 Diploma trained staff. 

3. The distribution of state-funded preschool hours in the year before school varies across service providers 

ranging generally from 10-30 hours per week. This varied distribution skews any whole of sector average 

therefore averages should be used with caution. Victoria have advised that the use of median hours would 

provide a more representative measure in future. 

4. Data on pre school specific hours in Long Day Care funded settings is not generally available. The figure of 

14.6 hours is inclusive of LDC identified hours of provision which may reflect the whole day in which a child 

attends the setting, rather than specific preschool hours received. 

5. Victoria reported as at April 2009, a total of 829 four year early childhood university trained individual 

teachers were employed across all state funded kindergarten services. As a teacher may work across 

different service providers, 850 teaching positions are held by four year early childhood university trained 

teachers consistent with the bilateral agreement.  

6. Victoria average weekly fees are based on 1,232 services where fees data is available; including fees of 29 

of the 442 LDC funded services. The average weekly fees exclude impact of the Kindergarten Fee Subsidy. 

7. Victoria’s disadvantaged children measure must be treated with some caution as it could be misleading as a 

result of the following factors: Victoria does not currently collect information on the location of the children’s 

residence and only the location of the service provider. Parents may and do use kindergarten services 

outside their local residence. The ABS SEIFA IRSED was developed based on the 2006 Census, which may 

not capture socioeconomic changes at the local areas between 2006 and 2009, in particular the growth 

areas of outer metropolitan Melbourne 

8. WA reported that limited quantitative data are available and will be gathered in the new survey. WA 

anticipated that DEEWR will collect this data and WA will develop cross sector sharing protocols in order to 

provide state data. 

9. WA reported that, to ensure national comparability, they are updating data collection processes to gather 

number of hours of attendance through a new survey planned for 2010. Note this figure relates only to 

Government schools, which are required under the School Education Act (1999) to offer a minimum of 11 

hours per week of kindergarten to age-eligible children.  Catholic and independent schools are not required 

to meet this minimum provision, but most choose to do so. 

10. The lowest quintile of schools contains 20.8% of the Kindergarten students in the state. Lowest quintile 

means the schools with the lowest ICSEA scores, ordered by ICSEA, with 25% of the Year 1 to 7 students. 

Kindergarten students mean four-year-old students in WA schools. WA schools means government and non-

government schools combined. 

11. WA improved Indigenous attendance – estimated at 80%, or five percentage points higher than target. 

12. The proportion of children in SA enrolled in an ECE program has dropped since the baseline position was 

calculated.  As at May 2009, an estimated 84.8% (15,551) of SA’s four-year-old population were enrolled in 

DECS funded preschools, compared to 87.9% (16,020) of the four-year-old population in 2008. 

13. The baseline position has been recalculated as a headcount (not FTE) of 225 teachers using data reported in 

the 2009 Annual Census of Children’s Services. This is a significant drop to the baseline position brought 

about by introducing a more definitive four year early childhood teacher qualification to the census staff 

qualification codes. 

14. Tasmania has indicated that there are significant issues with such a small number of students using the ABS 

data.  The figure provided is derived from the 2008 national preschool census.  The baseline figure was 

calculated from the same source but using 2007 data.  The 2009 data is not yet released. Tasmania does not 

think that the current calculation is a good measure and is currently working on ways to provide data that 

more appropriately reflect the intent of the indicator 

15. The numbers of Indigenous children grew from 76 in the ACT February School Census 2009 to 116 in the 

ACT August School Census 2009.  It can be confirmed that 2.8% would be a valid estimate that would reflect 
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the increase during the year to 31 December 2009. However as the August 2009 Census does not collect 

information from non-government schools the numerator and denominator cannot be adjusted equally and 

the ACT February School Census 2009 data was used.   

16. In Northern Territory, the apparent drop in enrolments is due to removal of three-year-olds in the non-

government school sector from data collected and counted. 
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Progress against evaluation outcomes: Immediate outcomes 

Increasing capacity 

All jurisdictions reported expansion of their capacity to provide additional preschool spaces. It should be 
acknowledged that even in the jurisdictions where all children are already attending preschool, there 
exist infrastructure issues that inhibit meeting the 15 hours/week target. As existing preschool programs 
expand their hours, some jurisdictions must determine how to accommodate the space requirements 
without compromising programs for other children, for example, educational opportunities for three-
year-olds. Some States/Territories are making greater use of primary school facilities, modifying them to 
meet the needs of preschool programs, while others are funding the community sector to expand their 
infrastructure and still others are utilising long day care facilities to add preschool programs to their 
current offerings. 

Expanding physical infrastructure is challenging for many jurisdictions. Most jurisdictions are using a 
combination of Commonwealth NP ECE funds and State/Territory funds to establish the required new 
preschool places. 

Most jurisdictions met or exceeded their 2009 targets for enrolment of children in preschools offering 15 
hours/week. Some jurisdictions fell slightly below their 2009 enrolment target. Therefore, it would seem 
that the jurisdictions, in general, are managing to increase capacity broadly within agreed objectives. 

Ensuring affordability 

Affordability is a difficult factor to assess because an effective indicator has not yet been agreed. The 
Australian Institute of Health and Welfare (AIHW) is working on an affordability indicator, but it is 
unclear whether this will result in a usable mechanism (indicators and data) for jurisdictions to assess 
whether or not their fee structures prohibit some families from accessing preschool programs. In the 
meantime, States and Territories are using a proxy measure of the proportion of ‘disadvantaged’ 
children enrolled in and attending preschool; however this too is problematic as definitions and 
measures of disadvantage differ across jurisdictions. 

In 2009, five States/Territories met the affordability targets/indicative trajectories identified in their 
bilateral agreements. Of the remaining three, there was insufficient information for two jurisdictions, and 
the third was close to its target/indicative trajectory. 

Progress against evaluation outcomes: Intermediate outcomes 

Assessment of progress towards intermediate outcomes should be prefaced by an acknowledgement of 
the NP ECE’s early stage of development. The key evaluation questions relate to teacher qualifications, 
provision in an appropriate range of settings, removing barriers (including cost), promoting programs 
(especially to ‘hard to reach’ families) and enrolment and attendance hours. 

Teacher qualifications  

The agreed outcome is a sufficient number of four-year trained ECE qualified teachers available to 
deliver preschool programs by 2013. Most jurisdictions met their 2009 targets/indicative trajectories for 
the number and/or percentage of four-year ECE qualified teachers. 

Provision in a range of settings 

There are a number of challenges related to providing preschool in settings that meet families’ needs, 
including locality (metropolitan, rural, remote) and location (eg collocation with primary school or long 
day care, standalone). It is too early in the evaluation to assess how well the jurisdictions are 
responding to these challenges. 
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Removing barriers and promoting programs. 

Cost is usually the most commonly cited barrier to participation in preschool where fees are an issue. 
Given the issues around measuring affordability, it is not possible at this time to assess whether cost 
remains a barrier in every State and Territory and what level of out-of-pocket costs, if any, would 
eliminate this factor as a barrier. 

Other barriers frequently cited include location, hours of operation, quality of staff, cultural 
appropriateness and lack of awareness. Some jurisdictions have implemented special outreach 
programs to promote the benefits of preschool to disadvantaged and Indigenous families. In some 
areas, Indigenous families enrol their children in very high numbers but attendance is relatively low; 
increasing attendance will, therefore, involve identifying other factors that prevent these children coming 
to preschool on a regular basis. 

Enrolment and attendance   

From the 2009 Annual Reports, it appears that most jurisdictions met their targets for enrolment, 
although it is generally still not at the 15 hours/week target level. Attendance data are not yet available 
in most States/Territories. It is expected that the 2011 National ECEC Data Collection will provide 
improved comparable data on enrolment and attendance.  

Progress against evaluation outcomes: ultimate outcomes 

Comprehensive assessment of ultimate outcomes after the first year of implementation would be 
premature. Nevertheless, it is useful to continue to focus on the key evaluation questions and discuss 
strategies for measuring progress over the next three years. Ultimate outcomes relate to the extent to 
which the jurisdictions have implemented universal access as agreed in the bilateral agreements, and 
the impact of preschool attendance on children’s development across a number of domains. 

Enablers and inhibitors 

Key enablers include: 

 The existence of adequate physical infrastructure 

 A pool of qualified teachers 

 Well-developed curricula in line with the National Early Years Learning Framework 

 Strong jurisdictional support in terms of operational and capital works funding 

 An affordable fee structure 

 Adequate data systems 

 A comprehensive State-based, whole-of-government early years policy (that aligns with the national 
policies described earlier) 

Impact of universal access  

Ultimately, the evaluation is concerned with more than whether the States and Territories managed to 
achieve the outcomes specified in the NP ECE. The critical issue is what impact the initiative has on 
children and families. However, measuring impact will be a highly challenging task. There are several 
potential sources of data that might be useful to the NP ECE evaluation in terms of impact on cognitive, 
physical, social and emotional development. However, none of these data sources squarely address 
the evaluation issues for the NP ECE, and there are also issues relating to the timeframe for release of 
these results. 
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Challenges for the evaluation 

Data limitations 

A major challenge for the evaluation will be conducting analysis and drawing conclusions about the 
impact of the initiative using limited or misaligned data sets. These limitations have been flagged in the 
evaluation framework. Critical data constraints are: 

 Matching data needs to data sets: while there are a number of highly relevant and useful data sets, 
there is in some areas a lack of alignment between data needs for the evaluation and available data 
sets, so existing data sets may not be capable of answering all the key evaluation questions posed 
in the evaluation framework. In particular, gaps exist in relation to measuring affordability, quality 
and broader outcomes for children and families. 

 Data inconsistency: historically each of the States and Territories have collected data relating to 
service provision, resulting in different collection methodologies and frames across the jurisdictions. 
Since each State and Territory is at a different starting point of developing their ECEC collection, 
the data jurisdictions are able to provide to the ABS for the compilation of the National ECEC Data 
Collection are not necessarily consistent with the ECEC NMDS. 

 Timing of data releases: the release of some key data reports do not align with the NP ECE 
timeframe. Data collection reference periods have not yet aligned across States and Territories. In 
other areas, the data items, collection mechanisms and systems are still in a developmental stage. 

 Data gaps: from 2011, preschool data will be included in the Child Care Management System 
(CCMS) data collection, which will form part of the National ECEC Data Collection. However, there 
are doubts over whether this collection will be capable of achieving full coverage of the preschool 
sector. There are also considerable data gaps in relation to the broader impact of the initiative on 
children’s learning and social and emotional outcomes.  

 There is work underway to address these issues. In particular, the National Information Agreement 
on Early Childhood Education and Care, endorsed by MCEECDYA and all State and Territory 
governments will facilitate and improve the collection, sharing and reporting of early childhood 
education and care information. The Agreement is an important step in national efforts to improve 
the quality and reliability of early childhood education and care data.  

Measuring impact 

The difficulties associated with measuring the broader cognitive, social, behavioural and other 
outcomes of ECE for children and their families are well recognised. In the long term, how do we know 
what impact the ECE experience has had on a child’s cognitive and social development? How do we 
measure outcomes when there are no consistent measures across States and Territories, and across 
school systems in the first year of schooling? What attribution can be made to ECE of identified 
outcomes without a randomised control design?  

Options for progressing these outcome assessments include (a) drawing on the findings of a number of 
credible studies, rather than relying on the results of any one study or data set, and (b) identifying and 
measuring the evidence-based success factors for ECE – the factors that are known to make a 
difference to child outcomes (including quality of education and care, teacher quality, affordability, 
duration and hours of attendance). 

Measuring quality 

Information from the National Quality Standard (NQS) will not be available until late 2012 at the earliest, 
as implementation will only commence in January of that year. This means that monitoring of changes 
over time will utilise 2012 as a reference point. Until that time, interim measures of quality will need to 
be used such as employment of four-year trained teachers. 
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Unknown impact of the 18 Month Review 

In 2011, the Review will report on issues such as the adequacy of funding, appropriateness of timelines 
and achievement of agreed outcomes, outputs and performance indicators. The outcomes of the 
Review are currently unknown and may impact on this evaluation. 
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1 

1 Introduction to the NP ECE 

1.1 Background 

In November 2008, the National Partnership Agreement on Early Childhood Education (NP ECE) was 
endorsed by the Council of Australian Governments (COAG) and referred to the Ministerial Council on 
Education, Early Childhood Development and Youth Affairs (MCEECDYA) to oversee implementation.  
Bilateral agreements between the Commonwealth and States and Territories were announced on 19 
September 2009.  

The NP ECE contains the universal access commitment that by 2013 every child will have access to a 
preschool program in the 12 months prior to full-time schooling. The preschool program is

1
: 

 to be delivered by a four year university qualified early childhood teacher (note that transition 
arrangements for this requirement apply and that the nature of the transition arrangements will be 
negotiated with States and Territories) 

 in accordance with a national early years learning framework 

 for 15 hours a week, 40 weeks a year 

 accessible across a diversity of settings 

 in a form that meets the needs of parents and in a manner that ensures cost does not present a 
barrier to access.  

Broadly speaking, the Agreement provides a starting point for joint Commonwealth, State and Territory 
action to improve the integration and supply of early childhood education and care services.  The 
Agreement gives a high priority to providing universal access to Indigenous and disadvantaged 
children.  Under the NP ECE, the Commonwealth is responsible for leading the development of an 
Indigenous (including remote communities) Universal Access Strategy. The Strategy supports the NP 
ECE by identifying specific State and Territory actions and strategies to achieving universal access to 
preschool for Indigenous children. The Strategy is due to be finalised at the end of 2010. 

The NP ECE includes a requirement for a Review to be undertaken after 18 months and an Evaluation 
of the Agreement to be undertaken throughout the life of the NP ECE.  The Department of Education, 
Employment and Workplace Relations (DEEWR) contracted Urbis to conduct the Evaluation (described 
in detail in Section 1.6 of this document). 

The NP ECE is one of a number of reform initiatives that are part of the National Early Childhood 
Development Strategy (the Strategy), Investing in the Early Years, also developed under the auspices 
of the COAG.  The overall strategy aims to ensure that ‘by 2020 all children have the best start in life to 
create a better future for themselves and for the nation’

2
 In addition to the NP ECE, the Strategy 

includes the following components: 

 a National Partnership Agreement on Indigenous Early Childhood Development to establish 38 new 
Children and Family Centres and to increase access to antenatal care, childcare, early learning 
experiences, teenage sexual health and child and family health services for Indigenous children and 
families 

 a six-year National Partnership Agreement on Preventive Health with a focus on strategies to 
prevent chronic diseases that commence in early childhood 

                                                      

1
  COAG 2009a, National Partnership Agreement on Early Childhood Education: Clause 17, COAG, Canberra, viewed 17 

March 2010, 
<http://www.coag.gov.au/intergov_agreements/federal_financial_relations/docs/national_partnership/national_partnership_o
n_early_childhood_education.pdf>. 

2
  COAG 2009b, Investing in the Early Years: A National Early Childhood Development Strategy, COAG, Canberra, viewed 22 

March 2010, < from http://www.coag.gov.au/coag_meeting_outcomes/2009-07-02/docs/national_ECD_strategy.pdf>. 

http://www.coag.gov.au/intergov_agreements/federal_financial_relations/docs/national_partnership/national_partnership_on_early_childhood_education.pdf
http://www.coag.gov.au/intergov_agreements/federal_financial_relations/docs/national_partnership/national_partnership_on_early_childhood_education.pdf
http://www.coag.gov.au/coag_meeting_outcomes/2009-07-02/docs/national_ECD_strategy.pdf
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 a national quality agenda for early childhood education and care which includes stronger standards, 
streamlined regulatory approaches, a rating system and an Early Years Learning Framework 

 national workforce initiatives to improve the quality and supply of the early childhood education and 
care workforce 

 the Closing the Gap initiative which includes ambitious targets for Indigenous children related to 
infant mortality, literacy and numeracy and participation in quality early childhood education, 
reflected in the National Indigenous Reform Agreement (NIAR) 

 a National Framework for Protecting Australia’s Children 

 the Melbourne Declaration on Educational Goals for Young Australians 

 a National Family Support Program which brings together eight Commonwealth programs for 
children, families and parenting paid parental leave arrangements 

 a National Plan to Reduce Violence against Women and Children 

 development of an Early Intervention and Prevention Framework under the National Disability 
Agreement 

 a National Partnership Agreement on Homelessness, with a focus on intervening early for children 
and their families at risk of homelessness. 

1.2 Assumptions underlying the NP ECE 

Papers, speeches and presentations preceding the finalisation of the NP ECE reflected an awareness 
and understanding of this body of evidence so that issues of quality, equity of access and concrete 
outcomes are prominent in the Agreement. The assumptions underlying the NP ECE carefully reflect 
research in Australia and internationally.  The four primary assumptions are: 

 early education benefits all children, but especially those from disadvantaged circumstances 

 equity of access is essential to achieving society-wide benefits 

 quality matters so that it is important to ensure that teachers have appropriate training and 
experience and that appropriate pedagogical strategies are implemented (play-based learning and 
adopting the Early Learning Framework) 

 duration and consistency of attendance are important.  

1.3 Contextual issues 

It is important to acknowledge that implementation of the NP ECE is not occurring in a vacuum. There 
are a range of simultaneous and often complementary activities at both national and State/Territory 
levels that will impact on the initiative. For example, the National Quality Framework will have a 
significant impact on delivery of early childhood education, particularly in terms of student/teacher ratios 
and the qualifications of the teaching staff.  

While there appears to be widespread support for improvements in quality in early childhood education 
and care, some jurisdictions are concerned about the possible negative impact on private and 
community providers, in particular, who may reduce their supply of early childhood education and care 
places in response to higher staff to child ratio requirements.  The Early Years Learning Framework is 
another example, in this case, one that will positively influence what actually goes on in early childhood 
education and care in terms of curricula. 

The States and Territories are also quite active in terms of developing aspirational visions and 
frameworks for early learning and care, implementing new and innovative approaches to training early 
childhood education teachers and integrating education with health and community services  

Of course, there are broader economic and social issues that will have an impact on growth in the 
preschool/kindergarten sector.  Everything from increased unemployment to reduced public expenditure 
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due to another economic downturn or the change in government could put pressure on the delivery 
system.   

These contextual issues, including national and jurisdictional policies, will be explored in the literature 
review, included in Chapter 3 of this report.  

The rationale for the investment in early childhood education rests heavily on the research into early 
neural pathways, which has emerged from North America and the United Kingdom over the last 15 
years. The next section provides a brief synopsis of the key findings, and the value to be derived for 
children and society more broadly. 

1.4 The benefits of high quality early childhood education and care 

The landmark publication, From Neurons to Neighbourhoods: The Science of Early Childhood 
Development identified five key findings that have most influenced knowledge about the impact of early 
experiences on children’s wellbeing and educational outcomes

3
: 

 early experience affects the development of the brain and lays the foundation for intelligence, 
emotional health and moral development 

 healthy early development depends on nurturing and consistent, dependent relationships 

 healthy early development, and particularly school readiness, is dependent on how young children 
think and feel 

 rapid changes in society mean that the needs of many young children are not being met 

 early intervention is important, and well-designed, accessible early intervention programs are 
needed for children at risk. 

This research does highlight that the most important period is between birth and 3 years of age when 
brain development is at its most active and the interactions between a child and his/her environment 
(including the key caretakers) are the most critical.  However, young brains continue to develop well into 
adolescence, so there is strong support for high quality preschool for all children, especially those at 
risk, in addition to investments from birth and even before in terms of good prenatal care. 

In Alison Elliott’s comprehensive review of the 
evidence base supporting early childhood 
education, she makes a compelling Statement: 
‘Years of research can be summed up by saying 
that the wisest path to school success is investing 
effort and resources up-front before children start 
[compulsory] school and that families and the 
wider community must assume responsibility for 
children’s early development and learning 
experiences.’

4
 

Evidence from longitudinal studies and comprehensive program evaluations continue to confirm that 
high quality early education and care produce positive outcomes for all children and the greatest 
benefits are for children who are disadvantaged by socioeconomic status, family dysfunction, disability 
and other traumatic and/or difficult life events.

5
  Of particular note is that positive outcomes for children 

                                                      

3
  Shonkoff, J & Phillips, D 2000, From Neorons to Neighborhoods, The Science of Early Childhood Development, 

Washington, DC, National Academy Press. 

4
  Eliliot, A 2006, Early childhood education: Pathways to quality and equity for all children, Council for Educational Research, 

Camberwell, Victoria. 

5
  Burchinal, D,  Bryan, M, Nabors, L & Roberts, J, 1996, ‘Quality of centre child care and infant cognitive and language 

development’, Child Development, vol. 67, pp. 606-620; Cannon, J, Karoly,  & Kilburn, M 2006, Early childhood intervention: 

Proven results, future promise, Rand Corp, Santa Monica, California; Elliot, K, Melhusih, E, Sammons, P, Siraj-Blatchford, I 

&Taggart, B 2002, ‘Measuring the impact of pre-school on children’s cognitive progress over the preschool period’, 
Technical Paper 8a,University of London, London.  

Current knowledge about brain and child 
development, as well as empirical data from 
cost-benefit studies, presents a compelling 
case for early public investments targeted 
toward children who are at greatest risk for 
failure in school, in the workplace, and in 
society at large. 

Center on the Developing Child at Harvard University 
(2007) 
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are evident very quickly, for example, in better adjustment to compulsory schooling and, therefore, 
noticeable improvements in achievement.  Positive outcomes also continue throughout the life course, 
resulting in better school performance all through primary and secondary school, high rates of school 
and university completion and, therefore, greater job preparedness, higher lifetime incomes and less 
involvement in criminal activity.

6
 

Findings from the Effective Provision of Preschool Education project in the UK support the notion that 
early childhood education (ECE) promotes better behaviour as well. Evidence suggests that children 
who participate in early education develop better social skills, which, in turn, improve their cognitive 
skills.  Social development and cognitive development are inextricably linked.  The pro-social behaviour 
that emerges in preschool also continues to early primary school, and cognitive improvements continue 
as children progress through secondary school.

7
 

Table 1 below summarises the research on the positive outcomes of early childhood programs. 

Table 1 – Benefits of Early Childhood Programs
8
 

Benefits 

 

Pathways Linking Early Childhood Development to Human Capital 

Education Health Social capital Equality 

For children 

Immediate 

Higher intelligence; 
improved practical 
reasoning, eye and 
hand coordination, 
hearing and speech & 
reading readiness; 
improved school 
performance & less 
grade repetition and 
fewer dropouts. 

Less morbidity, 
mortality, malnutrition, 
stunting, child abuse; 
better hygiene and 
health care 

Higher self-concept; 
more socially 
adjusted, less 
aggressive, more 
cooperative 
behaviour in groups; 
increased acceptance 
of instructions 

Reduced 
disadvantages of 
poverty; improved 
nutritional status, 
cognitive and social 
development and 
health. 

For adults 

Long-term 

Higher productivity & 
increased success, 
(better jobs, high 
incomes); improved 
childcare and family 
health; greater 
economic wellbeing. 

Improved height and 
weight; enhanced 
cognitive 
development; less 
infections & chronic 
diseases. 

Higher self-esteem & 
improved social 
competence and 
motivation; 
acceptance of norms 
& values; less 
delinquency & 
criminal behaviour. 

Equality of 
opportunity, 
education, health and 
income. 

For society Greater social 
cohesion; less 
poverty & crime; 
increased adoption of 
new technologies; 
improved democratic 
process; higher 
economic growth. 

Higher productivity & 
less absenteeism; 
higher incomes 

Improved utilisation of 
social capital; 
enhanced social 
values. 

Reduced poverty & 
crime; better societal 
health; increased 
social justice; higher 
sustainable economic 
growth. 

                                                      

6
  Elliot, A 2006, Early childhood education: Pathways to quality and equity for all children, Council for Educational Research, 

Camberwell, Victoria; Heckman, J & Masterov, D 2000, ‘Early childhood education for all: A wise investment’, 
Recommendations from the Economic Impacts of Child Care and Early Education: Financing Solutions for the Future, 
Boston, Massachusetts.  

7
  Melhuish, E, Sammons, P, Siraj-Blatchford, I, Sylva, K & Taggart, B 2004, ‘The Effective Provision of Pre-Scholl Education 

Project: Final Report, viewed 29 June 2010, 
<http://www.education.gov.uk/research/data/uploadfiles/SSU_FR_2004_01.pdf.>. 

8
  COAG 2009, ‘Investing in the Early Years – A National Early Childhood Development Strategy: An Initiative of the Council of 

Australian Governments’, COAG, Canberra. 

http://www.education.gov.uk/research/data/uploadfiles/SSU_FR_2004_01.pdf
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Acknowledgement of the importance of the early years to lifelong development has led to considerable 
policy attention around the world regarding the provision of universal access to quality early childhood 
education. According to an OECD comparative report of Early Childhood Education and Care (ECEC) 
policy, entitled Starting Strong, the OECD explicitly recommends that countries offer universal and 
appropriate access to ECEC services. Perhaps, most importantly, universality increases the possibilities 
of early identification of special needs – for example, social and economic disadvantage, and physical 
and mental disabilities. As research indicates, if identified sufficiently early, these needs can be 
addressed more effectively, including the provision of support to families.

9
 

Across the world, there are many examples of successful early education programs – from Sweden 
where preschool is available to all children between the ages of one and six to Sure Start in the UK, 
which entitles all three- and four-year-olds to 12.5 hours a week of preschool for 33 weeks per year.

10
 

Reports indicate that these countries are reaping the benefits of universal access to high quality early 
childhood education, in terms of decreased inequality, fewer social problems and increased productivity 
and GDP growth.

11
 

In the Australian context, the NP ECE provides the opportunity to take a nationally consistent approach 
to addressing the issues of social disadvantage and exclusion from the early stages of a child’s life. 
Furthermore, it will help maintain the health and wellbeing of young children by keeping track of their 
progress against key developmental milestones and making appropriate referrals to health and other 
service providers. 

                                                      

9
  OECD 2006, ‘Starting Strong ll: Early Childhood Education and Care, Organisation for Economic Co-operation and 

Development, Paris. 

10
  OECD 2001, ‘Starting Strong: Early Childhood Education and Care, Organisation for Economic Co-operation and 

Development, Paris. 

11 
 Barnett, S 2010, Economics of Investments in Early Childhood Development, National Institute for Early Education 

Research, Paris, France, viewed 22 June 2010, < www.oecd.org/dataoecd/55/45/45522834.ppt#393>. 

http://www.oecd.org/dataoecd/55/45/45522834.ppt#393
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2 The evaluation of the NP ECE 

2.1 Purpose 

The NP ECE Evaluation will be undertaken throughout the life of the Agreement to determine the 
effectiveness of the NP ECE in achieving its outcomes, including the outputs and performance 
indicators stipulated in the Agreement. The Evaluation will enable Governments to understand what is 
achieved and will provide insights to support implementation.   

The evaluation has the following areas of focus: 

 progress toward achievement of NP ECE outcomes and outputs, while recognising different 
jurisdiction starting points and characteristics 

 the contribution of UA to achieving improved outcomes for children, including the extent of 
achievement of specific elements of the UA commitment as specified in Clause 17 of the NP ECE 

 barriers to effective implementation of NP ECE objectives 

 insights to support NP ECE implementation in jurisdictions 

 obtaining information on children who do not access early childhood education in the year before 
full-time schooling, including their characteristics and outcomes 

Specific functions and deliverables are in Appendix A. 

The evaluation will draw on other related work that considers the outcomes of children who have 
access to preschool, for example, AEDI, NAPLAN, ARC, Assessing the Effectiveness of Early 
Childhood Education and Care in Australian Communities project. 

National priorities for implementing universal access in the first year of the Agreement include: 

 increasing participation rates, particularly for Indigenous and disadvantaged children 

 increasing program hours 

 ensuring cost is not a barrier to access 

 strengthening program quality and consistency 

 fostering service integration and coordination across stand-alone preschool and child care. 

Importantly, the Evaluation is being conducted in parallel to the review of implementation, referred to as 
the 18 Month Review of the NP ECE. The Review is focusing on process and implementation issues, 
including the adequacy of funding and appropriateness of timelines for implementation of the 
Agreement. It is expected that there will be some synergy between the two projects and findings from 
the 18 Month Review will become a data source for the Evaluation. 

The Evaluation is focusing on outputs and outcomes from the NP ECE over a four-year period.  Table 2 
below sets out the scope agreed by the Commonwealth, States and Territories.  The outcomes, outputs 
and performance indicators reflected in the table have directly informed the evaluation framework, 
provided in Chapter 4 of this report. 
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Table 2 – NP ECE Agreed Outcomes 

Outcomes Outputs Performance Indicators 

All children have access to 
affordable, quality early childhood 
education in the year before formal 
schooling. 

Children have universal access to a 
preschool program for 15 hours per 
week, 40 weeks per year. 

The proportion of children who are 
enrolled in (and attending, where 
possible to measure) a preschool 
program. 

  The number of teachers delivering 
preschool programs who are four 
year university trained and early 
childhood qualified. 

  Hours per week of attendance 
(where possible to measure) at a 
preschool program. 

 Universal access to a preschool 
program is delivered across a 
range of settings at a cost which is 
not a barrier to access 

Distribution of children who attend 
a preschool program by weekly 
cost per child (after subsidies) as 
defined by jurisdictions 

 Disadvantaged children have 
universal access to a preschool 
program. 

The proportion of disadvantaged 
children enrolled in (and attending, 
where possible to measure) a 
preschool program. 

Outcomes Outputs Performance Indicators 

All Indigenous four-year-olds in 
remote Indigenous communities 
will have access to a quality early 
childhood education program 

Indigenous children (including 
those in remote Indigenous 
communities) enrolled in and 
attending a preschool program. 

The proportion of Indigenous 
children (by geographic location as 
identified by the Australian 
Standard Geographic 
Classification), who are enrolled in 
(and attending, where possible to 
measure) a preschool program. 

2.2 Stakeholders and primary audience 

The primary audiences for the NP ECE Evaluation include DEEWR, the Evaluation Steering Committee 
and, ultimately, the Ministerial Council for Education, Early Childhood Development and Youth Affairs 
(MCEEDCDYA). Parallel to the Evaluation is the work of two critical groups, whose progress on key 
data collection matters will be woven into the evaluation over time.  The two key linkages are the NP 
ECE Implementation Sub-Committee(comprising State and Territory representatives with responsibility 
for NP ECE implementation in their jurisdictions) and the Early Childhood Data Subgroup of the Early 
Childhood Development Working Group. The ECEC Implementation Sub-Committee includes in its 
terms of reference the steering committee function for this evaluation. 

In addition to these audiences, there is a range of other stakeholders. State and Territory agencies with 
responsibility for early childhood education are critical stakeholders. The evaluation plan includes 
annual contact with jurisdictions to discuss progress, challenges, enablers and obstacles.  

Other stakeholders who will be engaged during the life of the evaluation include: 

 Peak bodies in early childhood education and care (preschool, kindergarten, child care 
organisations) 

 workforce organisations such as early childhood teachers’ associations, child care workers 
associations and union groups 
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 education and training institutions providing early education and care certification, diplomas, 
degrees, graduate certificates 

 other State and Territory departments related to the provision of early care and education (eg, 
economic development, health, community development, social inclusion as appropriate to each 
specific jurisdiction) 

 academics conducting research in the areas of early care and education, specifically UA and its 
impact on children’s development 

 parent groups and associations. 

Annual reports will be provided to the MCEECDYA each year. Annual reports will also be disseminated 
to the States and Territories as a basis for workshops to discuss what has been learned, to share ideas 
and innovative programs and to discuss strategies for overcoming obstacles to achievement of 
outcomes.   

2.3 Measuring results of early childhood education 

The measurement tasks for the NP ECE evaluation are to determine if the agreed implementation 
targets are met and to assess the impact on children and families.  It is this latter task - linking 
participation in preschool with particular outcomes - that poses the greatest challenge.  Establishing 
causality is always difficult in the social research sphere: in this context, it is particularly confounded by 
the plethora of new strategies and initiatives, with more coming online over the life of the evaluation. In 
addition, data collections vary across jurisdictions, making collation and comparability difficult.  

Most of the data collections available include information on enrolment, attendance (in some 
jurisdictional collections), child/staff ratios, staff qualifications and ethnicity of students.  In addition, 
some jurisdictions conduct assessments on children as they enter primary school, which provide some 
indication of development, but these are generally limited to numeracy and literacy. 

Ideally, the evaluation would draw on data on a range of children’s developmental outcomes (eg, 
cognition, language, social competence) and detailed information on their experiences with preschool 
programs (eg, types, duration, quality).  Putting these two sets of data together may allow for some 
causal impact to be determined.  In the absence of such data, however, the evaluation will draw on a 
range of related measures, which are discussed in detail below. 

2.3.1 National Information Agreement on Early Childhood Education and Care 
(NIAECEC) 

The NIA ECEC was endorsed by MCEECDYA on 6 November 2009, and signed by all State and 
Territory governments in February 2010.This Agreement will facilitate and improve the collection, 
sharing and reporting of early childhood education and care information. It was developed in 
consultation with the Australian Government, States and Territories, as well as key data agencies. The 
NIA ECEC is an important step in national efforts to improve the quality and reliability of early childhood 
education and care data. The development of the Agreement is a key element of the COAG monitoring 
and reporting arrangements, especially for early childhood education for all children in the year before 
school under the National Partnership Agreement on Early Childhood Education (NP ECE), and for 
Indigenous children in that age group, under the Closing the Gap agenda. 

The Early Childhood Data Subgroup’s main activities are conducted via a work program under the 
National Information Agreement on Early Childhood Education and Care (NIA ECEC). The NIA ECEC 
work plan utilises the $3 million set aside annually (from 2009 to 2013) under the NP ECE for national 
early childhood research, evaluation and data development activities. Progress on the work program of 
the NIA ECEC to deliver national information capability that will support the COAG early childhood 
reform agenda covers six main outcomes to be achieved from 2009-2013, which are: 

 comprehensive coverage 

 child-centred data 
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 national quality and consistency 

 performance reporting and information sharing 

 research and evaluation 

 governance and infrastructure. 

The work program includes the key activities of developing a National ECEC Data Collection (discussed 
further below) which draws on State and Territory administrative data collections (this work is led 
principally by the Australian Bureau of Statistics (ABS)), and developing the Early Childhood Education 
and Care National Minimum Data Set (discussed further below) to ensure that comparability can be 
achieved according to national data standards and classifications (this work is led principally by the 
Australian Institute of Health and Welfare (AIHW)).  

Development of improved nationally consistent data on ECEC is taking place in tandem with other 
aspects under the NP ECE. The development of new data capabilities will take time, and different 
jurisdictions have different starting points in terms of their data and information infrastructure. Therefore, 
data capability will not have changed substantially by early 2011. However, under the NP ECE all 
jurisdictions will still be able to measure and report progress within their own jurisdictional boundaries. 
This is accurate to varying extents, reflecting the different starting points of jurisdictional and provider 
data capacity. Progress on a National ECEC Data Collection (discussed below) will allow for nationally 
consistent data to be reported from 2012 onwards. 

2.3.2 National data collections 

Following are some of the national data collections that have been identified as pertinent to the NP ECE 
Evaluation. 

National Early Childhood Education and Care (ECEC) Data Collection  

The aim of the National ECEC Data Collection is to collect high quality information from all jurisdictions 
to provide a nationally comparable picture of the current state of ECEC in Australia. The data will also 
be used for national performance reporting, specifically to support the performance indicators as 
specified under the NP ECE.  

The National ECEC Data Collection will be an annual collection undertaken by each State and Territory 
in August (to coincide with the National Schools Statistical Collection Census) with data being collated 
by the Australian Bureau of Statistics (ABS). The ABS will quality assure the collated data and publish 
results in March the following year.  Data from the 2010 collection will be published on the ABS website 
as Preschool Education, Australia on the 4 March 2011 along with the National Early Childhood 
Education and Care Data Collection Manual to explain how each jurisdictional data collection has been 
collated to create a national picture. 

The ABS National Centre for Education and Training Statistics (NCETS) has been working closely with 
each jurisdiction’s education/community service departments to improve the collection and processing 
of early childhood education data (noting that all jurisdictions are working towards implementing unit 
record level (URL) data collections for 2011). The ABS has also developed Transition Plans for each 
jurisdiction to aid the provision of nationally consistent data for the National ECEC Data Collection. The 
ABS is working collaboratively with the Australian Institute of Health and Welfare (AIHW), specifically as 
the National ECEC Data Collection draws on the standards and classifications outlined in the Early 
Childhood Education and Care National Minimum Data Set (ECEC NMDS - more information on the 
ECEC NMDS is provided below).  The National ECEC Data Collection is in its transitionary stage, with a 
focus on further improving the collection for 2011.  The ABS will use the 2010 collection to identify and 
solve problems for future cycles.  

There are some significant limitations with the 2010 collection, which will reduce the ability to analyse 
and compare data. These are: 

 difference in census collection dates and reference periods  
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 different data collection methodologies employed by each jurisdiction (some URL and some 
aggregate) 

 different age reference periods 

 data collection methods not always in alignment with the Early Childhood Education and Care 
National Minimum Data Set (ECEC NMDS) specifications 

 one or more data elements missing from some jurisdictional collections. 

Table 3 below summarises the differences between each jurisdictions data collection that may limit use 
of the 2010 National ECEC Data Collection. However, it is anticipated that where possible, and pending 
agreement from the relevant governance groups, some data from this collection may be utilised in the 
2011 Evaluation Annual Report. 

Table 3 – Jurisdiction Collection Dates, Reference Periods and Methodologies, 2010 

Jurisdiction Census Collection Date Reference Period Collection Method 

NSW� 1 August – 10 September 9 August – 20 August Unit Record Level 

VIC 26 March 22 March – 26 March Aggregate 

QLD 3 September 30 August – 3 September Aggregate 

SA 6 August 2 August – 6 August Aggregate 

WA 6 August 2 August – 6 August Aggregate 

TAS 6 August 26 July – 6 August Unit Record Level 

NT 6 August 2 August – 6 August Unit Record Level 

ACT 6 August 2 August – 6 August Unit Record Level 

ECEC National Minimum Data Set (ECEC NMDS) 

The ECEC NMDS has been developed by the AIHW in partnership with all jurisdictions (via the Early 
Childhood Data Subgroup) to provide a nationally consistent approach to data collection.The2010 
ECEC NMDS was endorsed by the Early Childhood Data Subgroup on 21 May 2010, which was the 
first year of its existence. It includes data elements and standards that are required for the calculation 
and presentation of performance indicators under the NP ECE. Each jurisdiction is required to collect 
data in line with the standards in the ECEC NMDS, which will be on provided to the ABS for the 
compilation of the National ECEC Data Collection. 

The Early Childhood Data Subgroup will annually review the ECEC NMDS to incorporate improvements 
and to resolve any issues raised through the collection process of the National ECEC Data Collection. 
For the 2011 National ECEC Data Collection, the Early Childhood Data Sub Group will begin reviewing 
the standards in October 2010, with the aim of seeking endorsement by May 2011. 

National Early Childhood Education and Care Workforce Census (National Workforce Census) 

The National Workforce Census was conducted by DEEWR in collaboration with the States and 
Territories. Information from the National Workforce Census will assist policy makers to better 
understand the challenges of providing quality education and child care and the capacity of the 
workforce to meet future demand. 

The National Workforce Census will fulfil the baseline need of the NP ECE on the number of teachers 
delivering preschool programs who are four year university trained and early childhood qualified. This 
will inform the 2010 Annual Progress Report of the evaluation. It will also inform the Early Years 
Workforce Strategy that complements and builds upon existing Commonwealth, State and Territory 
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government measures aimed at improving the supply and quality of the early childhood education and 
care workforce. 

Data was collected in two stages.  The first stage was conducted from June-August 2010 and involved 
collecting provider level information from approved child care services and government and non-
government preschool services. Child care services reported information on usage and the number of 
children with selected characteristics in child care.  All services reported information on their workforce, 
which included selected demographics, main type of work, main role, qualifications (including 
exemptions), hours worked and employment status, as well as provision of access to preschool 
programs. 

The second stage was conducted from July-October 2010 and involved collecting detailed information 
from individual ECEC staff on their roles, qualifications, nature of employment, professional 
development activities, pay and conditions and career intentions.   

National Preschool Census 

The National Preschool Census, conducted annually by Data Analysis Australia on behalf of DEEWR, is 
a national collection of preschool student enrolments, with a focus on Indigenous students. It is 
conducted to monitor the effectiveness of one of the aims of the Indigenous Education Targeted 
Assistance (IETA), which is to increase Aboriginal and Torres Strait Islander preschool participation. 
The collection is also used as the basis for allocation of IETA funds to preschools. 

While this Census provides some indicative information on Indigenous enrolments, it does not actually 
collect data on hours of attendance, which is one of the indicators of interest in the NP ECE.   

The collection covers government preschools which are included on each jurisdiction's census list. Non-
government establishments involved in the provision of preschool education, preschools and centres 
offering an educational program are also included. However, this collection omits preschool programs 
that are located in a child care centre, which is thought to be a substantial number of preschool 
programs particularly in jurisdictions such as Queensland, Victoria and New South Wales. As such 
there are some concerns around coverage of this collection. The collection counts students as enrolled 
if they were on the roll during the census week and had attended a preschool education program in the 
last month. However, there are concerns around the way preschool program is defined and understood 
by respondents in this collection. 

The following data items are included in the 2009 National Preschool Census: 
 
Preschool details 

 State or Territory 

 Statistical district of preschool 

 metropolitan, provincial, or remote (MCEECDYA classification – can request for 
Accessibility/Remoteness Index of Australia (ARIA) classification) 

 government or non-government (but not by care setting as this is not captured in this collection) 

 number of Indigenous students enrolled in preschool education programs 

 number of all students enrolled in preschool education programs 

 number of staff 

 number of Indigenous staff 

Indigenous students 

 date of birth 

 number of sessions attending  

 total hours enrolled 
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 whether expects to enrol in school next year 

 

All Students  

 age 

 sex 

 Indigenous identifier 

 government or non-government preschool 

 State or Territory 

 metropolitan, provincial, or remote 

 statistical district of preschool 

Staff 

 teaching staff, teaching aides, or other 

 Indigenous identifier 

Historical Data 

 The National Indigenous Preschool Census, which was conducted from 1983 onwards, was 
expanded in 2005 to include all students. Comparable Indigenous data are available from 2001 
onwards. 

Child Care Management System (CCMS) 

On 1 July 2009, the Child Care Management System (CCMS) replaced the Centrelink managed 
Childcare Operating System following an 18 month transition process.  

The CCMS is a national child care system that brings all approved child care services online, and 
records information about children in each child care service. All Child Care Benefit (CCB) approved 
child care service providers are required to operate under the CCMS. As of 1 September, 2010, the 
CCMS will collect information on whether the child is attending a preschool program in a LDC, and the 
hours per week of attendance. 

For current reporting purposes, CCMS data are extracted from a data warehouse known as the Child 
Care Business Intelligence Data Warehouse (CCBI DW). The CCBI DW was developed by 
the Department of Families, Housing, Community Services and Indigenous Affairs (FaHCSIA) prior to 
the 2007 election, and is still held and maintained by FaHCSIA. To date, the recent enhancements on 
preschool programs are not able to be extracted through the CCBI DW.  

DEEWR is in the process of developing a Child Care Data Warehouse which will allow the 
decommissioning of the FaHCSIA CCBI DW to better support the current and future information 
reporting requirements on early childhood education and care. However, this system will not be 
operational until late 2011. 

In the interim, so that the preschool information in CCMS can be made available for the 2011 National 
ECEC Data Collection and other reporting purposes (i.e annual reporting), DEEWR is exploring 
alternative ways to extract the data from FaHCSIA’s Online Financial Management System.  

Report on Government Services (ROGS) 

ROGS is produced annually by the Productivity Commission and provides information on government 
funded children’s services (eg, child care and preschool service use, expenditure on child care and 
preschool services, as well as limited staff information) collated from data submitted by the States and 
Territories. This report does not include data on services that do not receive government funding. An 
AIHW mapping excise indicated that there are some problems with this data.  For example: 
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 States and Territories use different ways to collect data from their children's services sector with 
some jurisdictions relying solely on administrative by-product data collections, whereas others 
conduct annual service-based surveys  

 there are significant differences across jurisdictions in the data coverage of the children's sector as 
a whole and also between the child care and preschool subsectors  

 the degree of alignment to the Children’s Services National Minimum Data Set (CSNMDS – noting 
that this set of standards is different, but similar, to the ECEC NMDS aforementioned) varies 
substantially across the different State and Territory collections  

 within collections, the degree of alignment to the CSNMDS also varies between the three 
components of the CSNMDS  

 there is minimal alignment between the National Preschool Census in its current form and the 
CSNMDS.  

While preschool data are characterised by inconsistencies between jurisdictions, coverage and 
collection differences, ROGS is currently the best available national public source to measure State and 
Territory progress against aspects of the Universal Access commitment. The key proxy indicator of 
access to preschool in ROGS relates to children enrolled at State and Territory government funded 
and/or provided preschool services in the year immediately before the commencement of full time 
schooling. However, in the future it is envisaged that the National ECEC Data Collection is over time 
likely to be far more useful for understanding what is happening in the sector and, particularly, progress 
against NP ECE targets. 

Australia’s Welfare  

Australia’s Welfare is published by the AIHW every two years since 1993, compiles existing data 
sources.  Topics include children, youth and families; ageing and aged care; disability and disability 
services; housing for health and welfare; dynamics of homelessness; welfare services resources; and 
indicators of Australia's welfare.  There is a chapter on children, youth and families that includes 
information on early childhood and school entry. The AIHW can draw on a number of the data sources 
discussed here in compiling their report.  It is likely that the Evaluation will draw on the original sources, 
but the AIHW report is also likely to be referenced in the Evaluation. 

2.3.3 Specialised data collections 

There are other data collections that cover a range of developmental outcomes that will be considered 
in measuring the broader cognitive, social, behavioural and other outcomes of ECE for children and for 
their families 

Australian Early Development Index (AEDI) 

The Australian Early Development Index (AEDI)
12

 presents national and community-based snapshots of 
young children’s health and development at the time they enter full-time schooling. In 2009, the AEDI 
was completed nationwide. Information was collected on 261,203 Australian children (97.5% of the 
estimated five-year-old population) in their first year of full-time school between 1 May and 31 July. 

The initial results from the AEDI provide communities around Australia with information about how local 
children have developed by the time they start school, across five areas of early childhood 
development: physical health and wellbeing, social competence, emotional maturity, language and 
cognitive skills (school-based), and communication skills and general knowledge. If Australia continues 
to use the AEDI, it could provide the kind of data that would allow an assessment of changes in child 
development after the introduction of universal access to preschool. However, there is no guarantee 
that AEDI will continue so it may provide baseline data only. 

                                                      

12
  Australian Early Development Index 2010, Building Better Communities for Children, viewed 20 June 2010, 

<www.rch.org.au/aedi/index.cfm?doc_id=13051>.    

http://www.rch.org.au/aedi/index.cfm?doc_id=13051
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Longitudinal Study of Australian Children (LSAC) 

The Longitudinal Study of Australian Children (LSAC)
13

 is another potential source of useful data. 
Although it is recognised that LSAC coverage of jurisdictions varies widely and data from smaller ones 
may not be currently reportable at the jurisdictional level. Multiple facets of children’s development, 
health and wellbeing are examined, including physical health, social, cognitive and emotional 
development. The study seeks to understand the risk and protective processes underlying children’s 
development, looking at the interaction between children’s attributes (such as their temperament) and 
the contexts in which they are raised, particularly their family, childcare, school, neighbourhood and 
community experiences. The study also examines dynamics within these settings; for example, the 
parenting practices and the quality of co-parental relationships to which children are exposed, and the 
quality of care received in differing types of non-parental care. 

A set of 14 key research questions guides the study, clustered around the themes of child and family 
functioning, health, child care, and education. 

 What are the impacts of family relationships, composition and dynamics on child outcomes and how 
do these change over time? 

 What can be detected of the impacts and influences of fathers on their children? 

 How are child outcomes affected by the characteristics of their parents’ labour force participation, 
their educational attainment and family economic status, and how do these change over time? 

 Do beliefs and expectations of children (parental, personal and community, in particular parents’ 
and child’s expectations of the child’s school success, parents’ workforce participation, family 
formation and parenting) impact on child outcomes, and how do these change over time? 

 How important are broad neighbourhood characteristics for child outcomes? Does their importance 
vary across childhood?  How do family circumstances interact with neighbourhood characteristics to 
affect child outcomes? 

 How important are family and child social connections to child outcomes?  How do these 
connections change over time and according to the child’s age? Does their importance vary across 
childhood? 

 What is the impact over time of early experience on health, including conditions affecting the 
children’s physical development? 

 What is the impact on other aspects of health and other child outcomes of poor mental health, 
including infant mental health and early conduct disorder? How does the picture change over time? 

 How do socio-economic and socio-cultural factors contribute over time to child health outcomes? 

 What are the patterns of children’s use of their time for activities such as outdoor activities, 
unstructured play, watching television, and reading; and how do these relate to child outcomes 
including family attachment, physical fitness level and obesity, social skills, and effectiveness over 
time? 

 What is the impact of non-parental child care on the child’s developmental outcomes over time, 
particularly those relating to social and cognitive competence, impulse control, control of attention 
and concentration, and emotional attachment between child and family? 

 What early experiences support children’s emerging literacy and numeracy? 

 What factors over the span of the early childhood period ensure a positive ‘fit’ between children and 
school, and promote a good start in learning literacy and numeracy skills in the first years of primary 
education? 

                                                      

13
  Harrison, l, Ungere, J, Smith, G, Zubrick, S & Wise, S 2009, ‘Child Care and Early Education in Australia: The Longitudinal 

Study of Australian Children’, Social Policy Research Paper No 40, Department of Families, Housing, Community Services 
and Indigenous Affairs, Canberra. 
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 What are the interactions among factors in family functioning, health, non-parental care and 
education that affect child outcomes? 

The greatest value of LSAC may be the new insights about the effects of experiences earlier in life on 
outcomes later in life. The LSAC study aims to shed light on the development of the current generation 
of Australian children, and to investigate the contribution of the children’s social, economic and cultural 
environments to their adjustment and wellbeing. More specifically, it seeks to improve understanding of 
the complex interplay of factors that foster or impede healthy early childhood development, to identify 
opportunities for early intervention and prevention in policy areas concerning children, and to inform the 
policy debate. 

However, there may be a cohort of children that are eligible for preschool after full implementation of 
universal access and they would provide an interesting ‘experimental’ group.  If such data becomes 
available, the Evaluation will seek support of the principal researchers to conduct some analysis so that 
it can be integrated into an annual report. 

E4Kids 

E4Kids
14

 is a longitudinal study that will follow a large cohort (over 2000) of three- and four-year-olds as 
they participate in childcare, kindergarten and preschool programs, and will continue tracking the 
children and analysing their progress through the early years of school. The research will examine the 
contributions of different programs on children’s learning and development outcomes over time. 
Children in both home-based and centre-based settings are part of the study. 

While it is known that quality early education matters, the components of programs that constitute 
quality are poorly understood. The E4Kids study will identify these components, and the forms of 
provision that are most effective in supporting children’s learning.  

This study is designed to answer fundamental questions about Australian early childhood programs - 
questions that, to date, have not been studied empirically: 

 What are the contributions of different ECEC programs on the learning and development of 
Australian children, and the wellbeing of families? 

 What features of ECEC programs work and which ones do not work in promoting various key 
aspects of children’s learning, development and social inclusion? 

 Under what conditions and for which children do ECEC program attributes have positive (or 
negative) learning effects, as well as effects on family participation and social inclusion? 

 What is the magnitude and cost of obtaining these effects? 

It is not clear yet when results will be available for public use, including the NP ECE Evaluation.  
However, when they are, it is clear that there will be valuable new information about the relationships 
between ECEC programs and specific outcomes for children and families, and the kinds of impacts 
important to a full understanding of the value of universal access. It should be noted that E4kids does 
not include all jurisdictions and therefore national conclusions may be more limited. 

2.4 Conclusion 

The section has provided the scope of the evaluation, referenced some of the context and key research 
driving the ECE reform agenda. The potential data sources have also been discussed, including 
opportunities for incorporating improved data over the course of the evaluation.  

In the next section, the rationale for early years’ investment is explored in more detail through reference 
to the research in the area. In addition, the experience to date in other OECD countries is considered. 
The approaches taken to the provision of universal access to early childhood education, and in 

                                                      

14 
 University of Melbourne 2010, Effective Early Educational Experiences, University of Melbourne, viewed 20 September 

2010, < http://www.e4kids.org.au/about>. 

http://www.e4kids.org.au/about
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particular the measures utilised internationally, have been considered in the development of the 
evaluation framework for the NP ECE evaluation. The framework is provided in detail in section 4 of this 
report.  

 

 



 

LITERATURE REVIEW: EARLY CHILDHOOD DEVELOPMENT 
 

 

 

NP ECE Annual Progress Report  2010                        Page 

 

  

17 

3 Literature Review: Early 
Childhood Development  

It is now widely recognised that the very early years of life 
are crucial to an individual’s development. With recent 
research pointing to the importance of a child’s early 
environment to later outcomes such as health and 
education, many OECD countries around the world are 
increasing expenditure on early childhood development.

15
  

Although the family is traditionally considered the most 
important foundation for a child’s development, recent research also focuses on the influence of the 
wider community – the institutions and services that play a role in supporting children’s development 
and wellbeing.

16
 

As described in Chapter 1, Australia responded to the growing evidence about the early years by 
launching Investing in the Early Years – A National Early Childhood Development Strategy in 2009.  
The Strategy described the joint commitments of the Commonwealth, States and Territories to creating 
an early childhood development system that ‘aims to engage with and respond to the needs of young 
children and their families so that Australia’s young children have the best possible start in life.’

17
 The 

NP ECE is one of a suite of companion strategies, agreements and initiatives to help achieve that aim. 

This literature review focuses on five areas of particular relevance to understanding the potential impact 
of early childhood education: 

 the importance of early years development 

 a snapshot of Australia’s children 

 the impact of early education on children’s development 

 the role and impact of universal access to preschool 

 issues in the implementation of universal access 

 cost effectiveness of ECE investments 

3.1 Importance of the early years: what do we know? 

Internationally and in Australia, there is growing interest in the ‘early years’; that is, in the development 
of children from birth to school entry and the impact of these years on the entire life course.  There are 
two factors fuelling this interest:  first is the research in neurobiology that clarifies how influential the 
interaction between genetics and early experience is on brain development;  and second is the rich 
evaluation literature that documents how early interventions have the capacity to boost lifelong 
cognitive, social and mental health outcomes.  It is now understood that these two factors can also 
contribute significantly to a range of policy objectives: reconciling work and family responsibilities; 
maintaining and even increasing the labour force participation of women; helping migrants adapt and 
integrate into the economy and community; addressing demographic changes in the population (eg, 
ageing); and reducing child poverty and educational disadvantage.

18
 

                                                      

15
  OECD 2009, ‘Spend Early on Children, says OECD’ Organisation for Economic Co-operation and Development, viewed 22 

March 2010, <http://www.oecd.org/document/49/0,3343,en_2649_37419_43584658_1_1_1_1,00.html>. 

16
  Edgar, D 2002, Fixing the Foundations: Early Childhood Development and Education, AFS Autumn Lectures, Australian 

Fabian Society, Melbourne, Victoria. 

17
  COAG 2009, ‘Investing in the Early Years – A National Early Childhood Development Strategy’, COAG, Canberra, 

<http://www.coag.gov.au/coag_meeting_outcomes/2009-07-02/docs/national_ECD_strategy.pdf>. 

18
  OECD 2006, ‘Starting Strong ll: Early Childhood Education and Care, Organisation for Economic Co-operationand 

Development, Paris. 

Support for the view that early 
childhood education and care should 
be seen as a public good is 
growing…… 

OECD (2006) Starting Strong II 

http://www.oecd.org/document/49/0,3343,en_2649_37419_43584658_1_1_1_1,00.html
http://www.coag.gov.au/coag_meeting_outcomes/2009-07-02/docs/national_ECD_strategy.pdf
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The theoretical underpinning for much of the work on the early years is an ecological model (shown in 
Figure 5 below) of child development in which the child interacts reciprocally with the environment over 
the life course.  Some influences are at the micro level (e.g., parents, early care and education) and 
some at the macro level (eg, economic and political systems).  The model below reflects this 
understanding of child development. 

Family members are the most significant factors outside child characteristics early in life, but are 
increasingly added to by other factors such as peers, early education and care and schools.  
Additionally, children interact with and are influenced by cultural values, the economic climate and 
political environment in which they live.   

Within this ecological framework, there are key factors that determine pathways through life to good and 
poor outcomes and there are factors that influence changes in these pathways, especially at crucial 
transition points such as entry into child care or school settings and changes in family composition.   

Figure 1 – Ecological Model of Child Development
19

 

 

The Centre on the Developing Child at Harvard University identified six core concepts emerging from 
early childhood research, confirmed by the accumulation of worldwide evidence

20
: 

 Early child development produces capable children and adults: ‘The early development of 
cognitive skills, emotional wellbeing, social competence and sound physical and mental health 
builds a strong foundation for success well into the adult years.  All aspects of adult human capital, 
from work force skills to cooperative and lawful behaviour, build on capacities that are developed 
during childhood, beginning at birth.’

21
 

 Brains are built over time: The process of brain building begins well before birth and continues 
through adulthood; however, there are especially sensitive periods and times of furious activity. For 
example, in the first year of life, synapse development is much faster than at any other period (see 
Figure 2 below).

22
   Brain architecture begins with basic hardwiring and then incorporates distinctive 

                                                      

19
  Based on the work of Urie Bronfenbrenner. Some Principles of the Ecology of Human Development Urie Bronfenbrenner 

and the Ecology of Human Development , <http://oconto.uwex.edu/flp/documents/AppendixB-Bronfenbrenners> 

20
  The Science of Early Childhood Development 2007, National Scientific Council on the Developing Child, Center on the 

Developing Child at Harvard University, viewed 21 August 2010, <http://www.developingchild.net>; National Scientific 
Council on the Developing Child 2010, A Science-Based Framework for Early Childhood Policy: Using Evidence to Improve 
Outcomes in Learning, Behavior and Health for Vulnerable Children, Center on the Developing Child at Harvard University, 
viewed 21 August 2010, <http://www.developingchild.harvard.edu>. 

21
  National Scientific Council on the Developing Child2000, The Science of Early Childhood Development, Center on the 

Developing Child at Harvard University, pp. 4, viewed 21 August 2010, <http://www.developingchild.net>. 

22
 Phillips, D & Shonkoff, J 2000, Neorons to Neighborhoods, The Science of Early Childhood Development, National Academy 

Press, Washington, DC. Figure shows the speed of synapse formation from pre-birth to adolescence. 

Economic, social, political climate, global 
influences, cultural and religious values, 
popular culture 

Community coherence, early education and 
care, schools, religious institutions, health & 
social services 

Parent’s education, parenting style, language 
use, family functioning, 
death/divorce/remarriage 

Genetic inheritance, disability, temperament, 
attachment, self-esteem, locus of control 

http://oconto.uwex.edu/flp/documents/AppendixB-Bronfenbrenners
http://www.developingchild.net/
http://www.developingchild.harvard.edu/
http://www.developingchild.net/
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features that reflect individual experiences over time.  The brain does have a remarkable capacity 
to change, with periods of optimal opportunity for growth and periods of extreme sensitivity to 
negative experiences. A strong foundation in the early years increases the probability of positive 
outcomes across the life course, while a weak one increases the probability of poor outcomes.

23
 

Figure 2 – Human Brain Development 

   

 Development is cumulative:  Development starts with simple circuits and skills which provide the 
scaffolding for more advanced circuits and skills over time. For example, higher order thinking 
requires that lower level circuits are wired properly just as speaking in sentences requires the 
capacity to differentiate sounds of one’s native language.

24
  As the brain develops, it is less capable 

of reorganising and adapting to new or unexpected challenges. Once a circuit is ‘wired,’ it stabilizes 
with age, making it increasingly difficult to alter. The ability to adapt is maximal in early childhood 
and decreases with age, although there are ‘windows of opportunity’ for skill development and 
behavioural adaptation that remain open across the life course.  Trying to change behaviour or build 
new skills on a foundation of brain circuits that were not wired properly when they were first formed 
requires more work and is more expensive.

25
 

 The interaction of genes and experience shapes the developing brain: Children learn and develop 
through reciprocal exchanges with parents and caregivers and as they grow, they are increasingly 
able to be meaningfully engaged as partners by those in their lives.

26
  It follows, then, that parenting 

practices would be particularly influential in early child development.  For example, a positive 
emotional tone in parent–child interactions and displays of affection confer a sense of security, self 
worth and trust to infants and affection acts as a positive reinforcement of desirable behaviours, 
while parental hostility is associated with a sense of rejection, failure and insecurity, and fails to 

                                                      

23
  Nelson, C 2000, ‘The neurobiological bases of early intervention’, In Shonkoff, J & Meisels, S, (eds), Handbook of early 

childhood intervention, 2
nd

 edn, New York, Cambridge University Press; Shonkoff, J & Phillips, D 2000, Neorons to 
Neighbourhoods, The Science of Early Childhood Development, National Academy Press, Washington, DC; Mustard, J 
2000, Early Child Development: The Base for Learning Society, OECD, Ottawa. 

24
  The Science of Early Childhood Development 2007, National Scientific Council on the Developing Child, Center on the 

Developing Child at Harvard University, viewed 21 August 2010, <http://www.developingchild.net.> 

25
  The Science of Early Childhood Development 2007, National Scientific Council on the Developing Child, Center on the 

Developing Child at Harvard University, viewed 21 August 2010, <http://www.developingchild.net.> 

26
  Gerhardt, S 2004, Why Love Matters: How Affection Shapes a Baby's Brain, Brunner-Routledge, London, UK; Richter, L 

2004, The Importance of Caregiver-Child Interactions for the Survival and Healthy Development of Young Children: A 
Review. Geneva, Department of Child and Adolescent Health and Development, World Health Organisation, Switzerland; 
Siegel, D 2001, ‘Toward an interpersonal neurobiology of the developing mind: attachment relationships, ‘mindsight,’ and 
neural integration’. Infant Mental Health Journal, no. 22, vol. 1-2, pp. 67–94; Lancaster, Y 2006, Listening to young children: 
respecting the voice of the child, In Pugh, G and Duffy, B (Eds), Contemporary Issues in the Early Years, 4th edn, London, 
UK. 

http://www.developingchild.net/
http://www.developingchild.net/
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provide an infant with guidance in effectively managing strong feelings.
27

 Gammage summarises 
the process in this way

28
: above all, we have evidence that the young brain thrives best in an 

atmosphere of love and consistency in a reliable socio-emotional environment; one best 
characterised as exhibiting security and high quality attachment, where others are available 
emotionally to provide comfort and support when needed.  Within this complex mix lie the rich 
possibilities of language, appropriate risk-taking, exploration, initiative and some degree of choice.  
Equally importantly, we know that impoverished early experiences are debilitating and, if persistent, 
can critically limit physical and mental wellbeing. 

 Cognitive, emotional and social capabilities are inextricably intertwined:  As The Science of Early 
Childhood Development States: ‘The brain is a highly integrated organ and its multiple functions 
operate in a richly coordinated fashion. Emotional wellbeing and social competence provide a 
strong foundation for emerging cognitive abilities, and together they are the bricks and mortar that 
comprise the foundation of human development. Thus, oral language acquisition depends not only 
on adequate hearing, the ability to differentiate sounds, and the capacity to link meaning to specific 
words, but also on the ability to concentrate, pay attention, and engage in meaningful social 
interaction. Furthermore, the emotional health, social skills, and cognitive-linguistic capacities that 
emerge in the early years are all important prerequisites for success in school and later in the 
workplace and community. Brain architecture and the immune system also interact as they mature, 
which influences all domains of development and health.’

29
 

 Stress affects development: Stress in early childhood can be growth-promoting or seriously 
damaging. Positive stress occurs when a child tries to deal with short-term challenges such as 
frustration, meeting new people, mastering separation and coping with limit setting. These stresses 
are an important part of normal development and help a child to develop a sense of mastery and 
control.  Tolerable stress occurs when a child faces significant threats such as a death in the family, 
serious injury, natural disaster or acts of terrorism. These stresses are tolerable because they are 
time-limited and occur in the context of supportive, caring relationships.  Toxic stress occurs when 
threats are long-term and persistent such as extreme poverty, family chaos, chronic emotional 
abuse and neglect, and repeated exposure to violence.  The key factor that makes toxic stress so 
dangerous is the absence of consistent, supportive relationships to help the child cope.  Toxic 
stress early in life is associated with ‘disruptive effects on the nervous system and stress hormone 
regulatory systems that can damage developing brain architecture and chemistry and lead to 
lifelong problems in learning, behaviour and both physical and mental health  

 Risk and protective factors: Research on risk and protective factors can also help inform our 
understanding of early childhood development.  There is a long history of research on risk and 
protective factors, especially in relation to offending behaviour in young people and adults.  
However, the factors that put children and young people at risk for criminal behaviour are virtually 
the same as those that put them at risk of other negative life outcomes; and, the factors that protect 
children from offending protect them from poor outcomes stemming from adverse life events such 
as death of a family member or socioeconomic disadvantage.  Tables 5 and 6 below indicate some 
of the key risk and protective factors that make a difference for children and young people as they 
navigate through various kinds of transitions and life events. 

 

 

                                                      

27
  Zubrick, S, Smith, G, Nicholson, Sanson, A, Jackiewicz, T & LSAC Research Consortium 2008, ‘Parenting and Families in 

Australia’, Social Policy Research Paper, no. 34, Canberra; Teti, D & Candelaria, M 2002, ‘Parenting Competence’ in 
Bornstein, M (ed), Handbook of Parenting, vol. 4, pp. 149-180.  

28
  Gammage, P 2008, ‘The social agenda and early childhood care and education: Can we really help create a better world?’ 

Online Outreach Paper 4, The Hague, Bernard van Leer Foundation, The Netherlands. 

29
  The Science of Early Childhood Development 2007, National Scientific Council on the Developing Child, Center on the 

Developing Child at Harvard University, viewed 21 August 2010, <http://www.developingchild.net.> 
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Table 4 – Factors that put children and young people at risk 

Child factors Family factors Life events Community factors 

Insecure attachment 
Intellectual/physical 
disability 

Low intelligence 

Difficult temperament 

Chronic illness 

Poor life skills 

Low self esteem 

Lack of empathy, 
alienation 

Hyperactivity, impulsivity 

Disharmony, marital 
discord 

Lack of warmth, affection, 
involvement  

Family violence 

Young or single parents 

Mental illness, substance 
abuse 

Social isolation 

Inadequate parenting 
skills 

Family break up, 
separation and divorce 

Death of family member 

Natural disasters 

Lack of support services 

Socioeconomic 
disadvantage 

Inadequate housing 

Inappropriate cultural 
norms 

Social, cultural 
discrimination 

Weak norms regarding 
anti-social and/or violent 
behaviour 

These factors not only have independent effects, but are also cumulative; that is, the more risk factors 
experienced, the greater the likelihood of social and emotional difficulties. 

 

Table 5 – Factors that protect children and young people 

Child factors Family factors Life events Community factors 

Secure attachment to 
family 

Above average 
intelligence 

Easy temperament 

Good life skills 

Optimism 

Internal locus of control 

Good coping style 

Supportive, caring 
parents 

Family harmony 

Secure and stable family 

Supportive relationship 
with other adult 

Strong family norms 

 

Forming significant 
relationships 

Opportunities at critical 
life transitions. 

Success in school and/or 
sport 

Access to support 
services 

Community networking 

Attachment to the 
community 

Participation in 
community groups 

Strong cultural identity 

Strong social norms 

It is also the case that protective factors have both independent and cumulative effects so the greater 
number, the lesser the chance of negative outcomes following parental separation. 
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3.2 Factors that make early education work 

The following section summarises the ‘effectiveness factors’ that have emerged from evaluation 
studies. 

 Appropriate screening and referral mechanisms in places where babies, young children and their 
families are seen regularly (doctors’ offices, child care facilities, preschools) to ensure early 
recognition of problems or potential difficulties and referral to high quality, appropriate services 
yields the most benefits.  It is also essential that screening, assessment and intervention efforts are 
matched appropriately to the language and culture of the children and families being served.

30
 

 Quality staff: having well-trained staff and ongoing staff development and support is also essential. 
The involvement of skilled mental health professionals is essential given the rising rates of 
expulsion of disruptive children from early childhood programs, of drug treatment for young children 
with behavioural and/or emotional problems and the high levels of depression in mothers of very 
young children.

31
 

 Responsive and caring adult-child relationships that are consistent and secure are the bedrock of 
positive experiences and outcomes, especially for very young children.  Smaller group sizes and 
favourable staff-child ratios allow each child to receive individual attention and foster strong 
relationships with caregivers 

32
 

 An individualised and developmentally appropriate approach is used, where staff observes and 
monitors children’s performance to ensure they are provided with challenging yet achievable 
experiences. Staff also build upon children’s interests, previous learning experiences and strengths 
and model appropriate language, values and practices. An individualised approach implies that 
children who are vulnerable and are experiencing difficulties with the social and emotional demands 
of early childhood settings should receive extra support to help them participate meaningfully in all 
activities.

33
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 Play-based approaches are used whereby caregivers seek to create exciting places and 
opportunities for young children to safely explore, experiment and practice new skills. Children are 
actively engaged at all times and staff structure environments that promote children’s optimum 
engagement. The physical setting is organised in ways that promote learning and daily routines are 
used to strengthen bonds and support learning.

34
 

 Child-initiated and teacher-directed approaches are balanced; children are recognised as capable 
and competent, and learning is achieved through a process of cognitive ‘co-construction’. There is 
also a balance between a cognitive/academic focus and a social/emotional focus, as long-term 
academic/school success is dependent as much on social, emotional and self-regulatory capacities 
as upon academic skills. The way the latter are ‘taught’ is also crucial: children’s learning can be 
slowed by overly academic preschool experiences that introduce formalised learning experiences 
too early.

35
 

 Respect for diversity, equity and inclusion are prerequisites for optimal development and learning.  
Staff need to know how to create different learning environments for children differing in 
temperament, ability, language, culture and ethnicity. During the preschool years, children become 
aware of various forms of diversity - cultural and racial, developmental, gender, and socio-economic 
- and their views of themselves and others are shaped by early childhood service providers’ 
assumptions and behaviours.

36
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3.3 Australian children: early education and development 

Arguably, the two most useful sources of information about Australia’s young children and their early 
education experiences are the Longitudinal Study of Australian Children (LSAC) and the Australian 
Early Development Index (AEDI).  Together, they provide a detailed and interesting picture of the 
current developmental status of young children and the associations with their early educational 
experiences.  One of the strengths of LSAC is that it ‘enables an examination of the impact of early 
experiences on later development, and the mapping of the diverse pathways followed by children as 
they develop’.  Those early experiences include their participation in preschool and other kinds of out-
of-home care and education.  AEDI provides data on children’s development across five domains 
(physical health and wellbeing, social competence, emotional maturity, language and cognitive skills, 
communication skills and general knowledge.  LSAC documents the development of individual children 
over time, thereby contributing to our understanding of causality, while AEDI measures individual 
children to provide a community profile. Together, they can help understand how children are faring in 
Australia. 

Like other international longitudinal studies, LSAC data indicate that specific aspects of child care and 
early education have an impact on development: 

 the type of care/education setting attended (particularly home versus centre care and regulated 
versus unregulated care) 

 the quality of care, which is closely linked to aspects of regulation 

 the amount of care received, which includes weekly hours as well as duration of time or age of entry 
to care 

 the stability of care arrangements, which arises from the number of multiple care arrangements at 
any one time as well as changes to care over time. 

More specifically, a 2009 report based on the LSAC data provides a picture of early education, and the 
social development and cognitive achievement of children in Australia.  Key findings include are 
provided here.

37
: 

Early education and care services attended by four- to five-year-old children 

 Almost all four- to five-year-olds (96.3%) were attending some type of child care or early education 

service each week, with the vast majority (95.1%) receiving a formal centre or school‑based early 

childhood program. Most of the children (54.6%) attended preschool, one‑half of which were 

provided in a school and one‑half in settings outside the school system. Just under one‑quarter 

(23.9%) attended a long day care centre and 16.5%were in their first year (pre‑Year 1) of formal 

school. 

 Children who did not attend formal early childhood programs were more likely to be younger or 
growing up in families who were more disadvantaged; that is, mothers were less well educated, not 
employed, and reported higher psychological distress and poorer parenting; families had a lower 
income, more financial stress and more children in the household; families were lone parent, 

Indigenous, non–English speaking, or from a more economically‑disadvantaged area. 

 The type of early childhood service attended by the child was associated with some family 

demographic, socioeconomic and psychosocial factors. School-based pre‑Year 1 and preschool 

programs were more likely to be attended by children whose mothers were younger (<25 years) 
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and less well educated, and whose families had more children, were Indigenous or from families 
speaking a language other than English at home. 

 A substantial proportion (37.2%) of LSAC children attended child care/early education services 
additional to their main early childhood program. Within this group, most families (24.4%) used 
informal care arrangements, such as relatives, to supplement their main care/education; 12.8%used 
additional formal care/education settings. The number of settings attended each week ranged from 
two (28.7%), to three (6.0%), to four or more (1.1%). 

 Most of the parents who used additional child care (81.8%) did so to enable them to meet their 
employment responsibilities (69.7%) or personal needs (12.1%). Fewer parents (16.3%) gave 
reasons related to benefits for the child, including social interaction with peers or establishing 
relationships with grandparents/relatives. 

 Weekly hours attended were shortest for children attending preschool only (average of 13 hours a 
week), followed by long day care centre only (average of 22 hours a week), preschool plus other 

care (average of 26 hours a week), and longest in pre‑Year 1 only or with other care (32 hours a 

week) and long day care plus other care (34 hours a week). 

 Longer hours a week of overall care/education were more common when children were older, 
mothers were employed and more highly educated, and families had a higher income, fewer 

children, were lone‑parent families or spoke a language other than English in the home. 

Quality of early childhood education 

 Teachers’ ratings of their approach to teaching and learning differed by type of early childhood 

service: pre‑Year 1 classes spent the most time in teacher‑directed activities and the least time in 

child‑initiated activities. Only marginal differences were noted between teaching and learning in 

preschool and long day care programs. 

 Teachers differed markedly by type of service. Teachers in long day care centres were younger 
(average of 36 years) than teachers in preschool and school settings (average of between 40 and 
42 years) and were least likely to hold a university qualification (42.7%versus 56.8%for preschool 

not in a school; 73.9 to 77.8%for school‑based programs). On the other hand, teacher‑to‑child 

ratios were significantly higher in long day care centres (51.6%had 1 adult to <8 children) than in 

preschools (56.7 to 60.4%had one adult to eight to 15 children) and pre‑Year 1 classrooms 

(53.8%had one adult to >15 children). 

Child social development 

 Pro‑social and problem behaviour outcomes were rated by parents and teachers. Child outcomes 

were strongly associated with child and family demographic, socioeconomic and psychosocial 
factors, but only weakly linked to early education/child care factors. Teacher ratings of social 
development were lower for children who attended more than one child care settings each week. 

 Quality indices also contributed to social outcomes. Mother‑rated pro‑social behaviour was higher 

and problem behaviours were lower when teachers were university qualified and offered more 

teacher‑supported small group activities. Teacher/carer‑rated social development was higher when 

teachers were more experienced. Lower ratios of qualified staff to children, particularly for pre‑Year 

1 classrooms, were associated with higher scores for social outcomes. 

Child cognitive achievement 

 Children who did not attend a formal early childhood program had lower scores for receptive 

vocabulary than children in pre‑Year 1 and preschool programs (whether this was in a single setting 
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or with other additional care), and comparable scores to children in long day care. Children who 
attended long day care plus other additional care had the lowest scores. The relationship between 
child care factors and children’s receptive vocabulary appeared to be a function of the amount of 
time in care rather than type of early childhood setting, as shown by a significant drop in test scores 
as weekly hours of care/education approached 30 or more hours a week. 

 For achievement in early literacy and numeracy, child and family demographic, socioeconomic and 

psychosocial factors were the major predictors as well as attendance at pre‑Year 1. Not attending a 

formal early childhood program had less of an impact on children’s achievement in early literacy 

and numeracy than on receptive vocabulary. Apart from the enhancing effect of being in pre‑Year 

1, there were only minimal differences in test scores across the six types of early care/education 
settings children attended and these did not differ from scores for children not attending an 
education program. 

 Quality indices were also associated with literacy/numeracy outcomes, particularly for children in 

pre‑Year 1. Language outcomes were higher when teachers held an early childhood qualification 

and ratios of qualified staff to children were lower. Literacy and numeracy outcomes were higher 

when teacher‑supported small group activities occurred often and child‑initiated activities occurred 

only occasionally. Quality indices made a minimal contribution to children’s cognitive outcomes in 
preschool and long day care settings, but suggested that literacy and numeracy skills were 

enhanced in settings with more teacher‑directed whole group activities. 

The 2009 AEDI Annual Report
38

indicates that in the year before entering full-time school, 92.7% of all 
Australian children were reported to be in some form of non-parental care and/or educational 
experience.  It summarises early childhood development results across Australia in the following way: 

 the majority of children are doing well on each of the five AEDI development domains 

 overall in Australia, 23.5% of children are developmentally vulnerable on one or more domains 

 overall in Australia, 11.8% of children are developmentally vulnerable on two or more domains 

 there are higher proportions of children living in the most socio-economic disadvantaged 
communities and in very remote areas of Australia who are developmentally vulnerable on each of 
the AEDI domains 

 the majority of Australian Indigenous children are developmentally on track on the AEDI domains, 
with the exception of the language and cognitive skills domain 

 children who are proficient in English and speak another language at home are less likely to be 
developmentally vulnerable on most of the AEDI domains compared to all other children 

 there are children in Australia who only speak English, but are reported as not proficient in English 
and these children are more likely to be developmentally vulnerable on all the AEDI domains. 

The conclusions to be drawn from these data are that while most Australian children are participating in 
early education and doing fairly well in developmental terms by the time they enter full-time schooling, 
there are groups of children who are not faring so well (eg, almost one quarter are developmentally 
vulnerable on one or more domains of the AEDI).  

3.4 The value of ECE: who benefits and how? 

While the data on outcomes of early childhood education and care are still a bit patchy and difficult to 
interpret, there is sufficient evidence to conclude that high quality early education programs are 
generally beneficial to children in terms of cognitive and social development and this is especially true 
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for ‘vulnerable’ children.  This is why the Centre on the Developing Child at Harvard University 
concluded that

39
:  

The analysis of these data [from multiple research studies] by child development researchers, 
education specialists and economists has shown that it is possible to improve a wide range of outcomes 
for vulnerable children well into the adult years, as well as generate benefits to society far in excess of 
program costs.   

Longitudinal studies in Australia, the U.S., Canada and the U.K. all demonstrate that there appear to be 
positive results for all children, if programs are of sufficient quality. 

3.4.1 Benefits to children in general 

A group of Australian researchers reviewed a number of international studies to provide a summary of 
what is currently known about the impact of early childhood education.  The studies included the 
following: 

 Early Childhood Longitudinal Study-Kindergarten Cohort (ECLS-K), U.S. 

 National Longitudinal Study of Children and Youth (NLSCY), Canada 

 National Institute of Child Health and Human Development Study of Early Child Care (NICHD-
ECC), U.S. 

 Effective Provision of Preschool Education (EPPE), U.K. 

Table 6 summarises their findings. 

Table 6 – Impact of Early Childhood Education (preschool programs) 

Areas Findings 

Overall effects  Preschool experience, compared to none, enhances all-around development in children 

 At the time of entry into primary schooling, preschool experience enhances both 
intellectual and social development. 

 The longer children attend preschool, the greater the intellectual benefits and social 
abilities 

 Preschool attendance also reduced the rate of risk of special education needs from one 
in three children to one in five children.  

 Children attending preschool programs had better literacy and numeracy skills at ages 
5 and 6, with greater effects for children from disadvantaged backgrounds. 

 Attendance in a preschool program between 3 and 5 years produces higher cognitive 
scores after age 5 years. 

 There are positive effects on children’s literacy and problem‑solving development 

across all income brackets, irrespective of ethnic background. 

 Children who start school ahead of others in academic achievement tend to stay ahead.  

 4 and 5 year‑old children entering the first year of school (kindergarten) with low 

vocabulary scores were more likely to have poor reading scores at ages 8 and 9 years. 

Impact of quality  

 
 High quality preschooling is related to better intellectual and social/behavioural 

development for children. 

 There are associations between dimensions of quality (teacher training, low child–adult 
ratio, group size of less than 25 children, planned curriculum and adequate physical 
space) of the preschool program at 3 years of age and a child’s functioning in first 
grade.  
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Areas Findings 

 Settings that have staff with higher qualifications have higher quality scores and their 
children make more progress. 

 Quality indicators include warm interactive relationships with children, having a trained 
teacher as manager and a good proportion of trained teachers on the staff. 

 Good quality can be found across all types of early years settings; however, quality is 
higher overall in settings integrating care and education and in nursery schools. 

 After controlling for family factors, children in programs that met more of the quality 
dimensions had fewer behaviour problems and better work habits. 

 Effective pedagogy includes interaction traditionally associated with the term ‘teaching’, 
the provision of instructive learning environments and ‘sustained shared thinking’ to 
extend children’s learning. 

Program types  There are significant differences between individual preschool settings and their impact 
on children. 

 In settings where educational and social development are viewed as complementary 
and equal in importance, children make better all round progress. 

 Outcomes are better when children attend nursery schools and preschool settings that 
combine care and education 

 Effects of type and quality are difficult to disentangle since these types of preschool 
education programs also showed higher scores on observed quality. 

Amount of time  Children attending preschool programs benefit cognitively and socially, irrespective of 

whether they attended a half‑day or full‑day program. 

 Children who start centre‑based child care earlier than age 3 make greater cognitive 

gains than those who start at an older age. 

Family factors  Children from more disadvantaged backgrounds benefit most from universally 
accessible early education (preschool programs) especially when they are with a 
mixture of children from different social backgrounds. 

 Children whose mothers had low levels of education and who participated in pre‑school 

programs before formal schooling rated higher on teacher‑reported measures of 

competence and academic skills than those who did not participate in a pre‑school 

program.  

 Parent‑reported behaviour problems were lower among the children who had 

participated in an early childhood education program. 

 Children from low‑income families achieved greater cognitive gains when attending 

centres for more than 30 hours a week, whereas this did not apply for children from 

high‑income backgrounds. 

 Starting earlier is associated with more ‘worried/antisocial’ behaviour as rated by 
teachers 

 More than 30 hours in centres per week negatively affected social outcomes among 
some children 

 children from some ethnic minority groups made greater progress during preschool than 
white children or those for whom English was a first language. 

 For all children, the quality of the home learning environment is more important for 
intellectual and social development than parental occupation, education or income. 

Social impact  There are important social outcomes of learning, in addition to the more traditional 
cognitive ones. 

 Preschool has the potential to raise the level of an individual’s health, civic participation 
and trust and to foster collective social cohesion. 

 Preschool participation strengthens attitudes to risk as well as resilience and self-
efficacy, which last a lifetime. 
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A particularly interesting finding from a range of studies is noted by the Committee for Economic 
Development:  

‘The most promising findings to emerge from these early education programs are that the real benefits of 
early education come from nurturing children’s non-cognitive skills – giving them social, emotional and 
behavioural skills that lead to success later in life – rather than developing the cognitive abilities 
associated with smarter children.  Early education programs have proven to raise temporarily the 
participant’s IQ levels, but those effects tend to dissipate early in elementary school while the effects on 
children’s behaviour and self-discipline are lasting.  Early education is linked to higher educational 
attainment, but the positive effects are thought to result from non-cognitive skills, such as persistence and 
motivation, rather than preschool-induced higher IQs.  In short, preschool investments are thought to 
affect broad, long-term human capital development through the enhancement of fundamental non-
cognitive skills.’

40
 

The OECD affirmed these conclusions in a 2010 publication: ‘Numerous studies suggest that early 
development of these skills [cognitive, socio-emotional, resilience, self-efficacy] can make further 
investment in them more efficient. The family plays an important role in initiating these skills while early 
childhood education and care and schools (along with further family inputs) can enhance and build on 
them to improve health and civic outcomes. In sum, starting early appears to promote efficiency in 
raising social outcomes’.

41
 

3.4.2 Benefits to vulnerable children 

Overall, there is significant evidence that attending high quality early childhood education programs is 
associated with positive developmental outcomes for ‘disadvantaged’ children.

42
  High quality education 

and care offers a direct strategy for maximising developmental outcomes, especially for young children 
from vulnerable families.

43
 

A number of intensive programs providing early care and education experiences for infants and toddlers 
‘at risk’ have successfully boosted cognitive performance, with effects in some cases lasting for years 
after the termination of services.  Recent analyses of high quality child care and preschool reinforce 
earlier findings: ‘…of all strategic interventions, high quality child care was the most effective in 
improving child outcomes and providing children with a chance to start school on a more equal footing 
with their more advantaged peers.’

44
 There is also some evidence that these early interventions lead to 

longer run reductions in grade retentions, suspensions, and referrals for special education services.   

While many of results were derived from small, randomised control trials (eg, High Scope Perry 
Preschool and the Abecedarian Project), there are also some scaled up, broader research programs 

                                                      

40
  Committee for Economic Development 2004, A New Framework for Assessing the Benefits of Early Education; Carneiro, P 

& Heckman, J 2003, ‘Human Capital Policy’ in Heckman, J & Krueger, A (Eds.), Inequality in America: What Role for Human 
Capital Policies. Cambridge, MIT Press; Magnuson, K, Ruhm, C & Waldfogel, J 2004, Does ‘Prekindergarten Improve 
School Preparation and Performance?’ Working Paper No 10452, National Bureau of Economic Research Cambridge. 

41
  OECD 2010, ‘Improving Health and Social Cohesion through Education’, Centre for Education, Regional Research and 

Innovation, Organisation for Economic Co-operation and Development, Paris. 

42
  Watson, J, White, A, Taplin, S & Huntsman, L 2005, Active engagement of families in early intervention programs,  Centre 

for Parenting & Research, Department of Community Services, Sydney,NSW. 
43

  Generally, ‘vulnerable’ or ‘high risk’  refers to families with one or more of the following characteristics: single parent 
household; low-income; low parental educational attainment; large family size; presence of parental mental illness and/or 
substance abuse family  violence; tragic/traumatic life events (eg, death of a family member); and isolation. 

44
  Watson, J, White, A, Taplin, S & Huntsman, L 2005, Active engagement of families in early intervention programs,  Centre 

for Parenting & Research, Department of Community Services, Sydney, NSW; Gray, R & McCormick, M 2005, ‘Early 
childhood intervention programs in the US: Recent advances and future recommendations’, The Journal of Primary 
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that demonstrate the same kinds of promising results.
45

  Reviewing the results of these lead James 
Heckman, the Nobel Laureate economist and his colleagues to conclude the following

46
:  

 inequality in early childhood experiences and learning produce inequality in ability, achievement, 
health and adult success 

 while important, cognitive abilities alone are not as powerful as the dynamic package of cognitive 
skills and social skills—defined as attentiveness, perseverance, impulse control and sociability—
because it is cognition and character together that drive education and life success, with the 
character development often times being the most important factor 

 the deterministic factors of genetic, parental and environmental resources can be overcome through 
investments in quality early childhood education that provide children and their parents with the 
resources they need to properly develop the cognitive and character package that drives 
productivity 

 waiting until age five to begin formal education is too late for disadvantaged children, as we miss 
the opportunity to build a solid foundation for success 

 investment in birth to five early education for disadvantaged children helps prevent the achievement 
gap, reduce the need for special education, increase the likelihood of healthier lifestyles, lower the 
crime rate and reduce overall social costs (every dollar invested in early childhood education 
produces a 10% per annum return on investment). 

3.4.3 School readiness and transition 

Data from the National Institute of Child Health and Human Development (NICHD) longitudinal study in 
the U.S. shows that high quality education and care is associated with improvements in school 
readiness, expressive and receptive language and positive social behaviour for all children.  Follow up 
at 4.5 years of age indicated that gains were maintained, especially cognitive outcomes.

47
 

There is ample evidence that children who make a smooth transition to primary school and experience 
early school success tend to maintain higher levels of academic achievement and social competence. 
Many studies have found that children from disadvantaged backgrounds tend to be less ‘ready’ for 
school and the cost of beginning school significantly behind one’s peers is substantial and a deficit from 
which children may never recover. It is generally agreed that it is better to prevent these deficits from 
occurring, thereby eliminating the need for these children to catch up with their peers.’

48
 As indicated 

above, quality preschool can significantly ‘level the playing field’. 

                                                      

45
  Love, J, Kisker, E, Ross, C, Raikes, H, Constantine, J, Boller, K 2005,  ‘The effectiveness of Early Head Start for three-year-

olds children and their parents: Lessons for policy and programs’, Developmental Psychology, vol.42, no.6, vol. 885-901; 
Karoly, L, Kilburn, M & Cannon, J 2005, Early childhood interventions: Proven results, future promise, RAND Corporation, 
Santa Monica, California; Masse, D & Barnett, W 2002, A benefit cost analysis of the Abecedarian Project, NIEER, New 
Brunswick; Aos, S, Lieb, R, Mayfield, J, Miller, M & Pennucci, A. 2004, Benefits and costs of prevention and early 
intervention programs for youth, Washington State Institute for Public Policy, Olympia, Washington; Barnett, S, Belfield, C & 
Nores, M 2005, Lifetime Cost-Benefit Analysis, in Schweinhar, L, Montie, J, Xiang, Z, Barnett, W, Belfield, C, Nores, M 
(eds), Lifetime Effects: The High/Scope Perry Preschool Study through age 40 (Monographs of the High/Scope Educational 
Research Foundation, 14). Ypsilanti, MI: High/Scope Educational Research Foundation; Barnette, W, Lamy, C & Jung, K 
2005, The effects of state prekindergarten program on young children’s school readiness in five states, National Institute for 
Early Education Research, Rutgers University; Gormley, W & Gayer, T 2005, ‘Promoting School Readiness in Oklahoma: 
An Evaluation of Tulsa’s Pre-K Program’, Journal of Human Resources, vol. 40, no. 3, pp. 533-538; Gormley, W, Gayer, T, 
Phillips, D & Dawson, D 2005, ‘The effects of universal pre-k on cognitive development’, Developmental Psychology, vol. 
41, no. 6. pp. 872-874. 

46
  Heckman, J 2010, Submission to the National Commission on Fiscal Responsibility and Budget Reform. 

47
  Vandell, D & Wolf, B 2000, Care quality: Does it matter and does it need to be improved?, viewed 12 August 2010, 

<www.aspe.hhs.gov/hsp/ccquality00/report.pdf>. 

48
  Watson, J, White, A, Taplin, S & Huntsman, L 2005, Active engagement of families in early intervention programs, Centre 

for Parenting & Research, Department of Community Services, Sydney, NSW; Alexander K & Entwisle D 1996, ‘Schools 
and Children at Risk’, in Booth, A & Dunn, J (eds), ‘Family –School Links: How Do They Affect Educational Outcomes, pp. 
67-88, Erlbaum, Hillsdale; Luster T & McAdoo H 1996, ‘Family and child influences on educational attainment: A secondary 

http://www.aspe.hhs.gov/hsp/ccquality00/report.pdf


 

LITERATURE REVIEW: EARLY CHILDHOOD DEVELOPMENT 
 

 

 

NP ECE Annual Progress Report  2010                        Page 

 

  

31 

It is also acknowledged that children need a minimal level of social competence before they start school 
to ensure that later development is not compromised.

49
  Some researchers go so far as to argue that 

emotional, social and behavioural adjustment is as important for school success as cognitive and 
academic preparedness.

50
 Additionally, it is widely believed that language, particularly the ability to 

communicate effectively with teachers and peers and physical ability all contribute to a good start in 
school.

51
  There are many ways of assessing school readiness (eg, various language and cognitive 

tests) and while there is growing interest in more holistic approaches, there is little evidence of what 
works best.   

3.5 Defining universal access to ECE 

While the concept of universal access to a program/service such as preschool is simple and 
straightforward, it gets complicated when translated into policy and practice. In Australia, universal 
access is a well-established pillar of the health care system. Since 1984, the health care system known 
as ‘Medicare’ has provided all Australians with free or subsidised access to public hospitals and health 
care professionals. Universal access has also been a fundamental principle in provision of primary and 
secondary education to the Australian population.  

Over the past decade, the language of universal access has become increasingly linked to early 
childhood policy in Australia and beyond. Empirical research and a series of publications by the 
Organisation for Economic Co-operation and Development (OECD) appear to have propelled 
widespread recognition of the social, emotional and educational benefits of participation in early 
childhood education.  

3.5.1 Factors influencing definitions of universal access 

The idea of ECEC as an entitlement is attracting ‘growing conviction’.
52

 This may be related to 
interpretations of the United Nations Convention on the Rights of the Child (UNCROC). For example, 
Sweden puts forward a ‘highly developed view of the child based on democratic values which gives 
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respect for the child as a person in its own right’ and New Zealand has drawn heavily on the UNCROC 
in formulating its early childhood education policy.

53
 

Family and the workforce is a major theme that emerges in ECEC policy debate. Indeed, provision of 
childcare arrangements to encourage workforce participation has been central to European Council and 
Union policy for many years. In 1992, the European Council recommended that Member States ‘take 
and/or progressively encourage initiatives to enable women and men to reconcile their occupational, 
family and upbringing responsibilities arising from the care of children’.

54
 One social researcher 

characterised the situation in the following way
55

: 

Within the context of the European Union, there is a growing awareness of the importance of formal 
care strategies towards children, especially from a work/family point of view. The increasing 
participation rate of women, the changing family forms and the demographic pressure from an 
ageing population have made the reconciliation of work and family one of the major topics of the 
European social agenda. 

The developmental and learning benefits of ECEC for children are the third major factor influencing 
universal access policies. Arguably, this may be the driving force for Australia’s commitment to 
universal access to preschool. As then Prime Minster Kevin Rudd announced in December 2007

56
:  

From years of international research, we know that the first five years of a child's life 
shapes their future - their health, learning and social development - and we want to make 
sure that future is bright.  

3.5.2 International perspective on universal access 

While there is no internationally accepted definition of universal access, it is generally agreed that 
universal access to early childhood education implies that programs are available to all children, but not 
compulsory. Beyond this, each country has crafted its own parameters around the meaning of universal 
access. In the OECD’s Starting Strong, countries were encouraged to ‘engage in a universal approach 
to access’, with specific attention to be given to children aged 0-3 and children with special or additional 
learning needs.

57
 According to the OECD’s 2006 report, universal access to early childhood education 

ought to focus on the following aspects
58

: 

 providing universal and appropriate access for all children between the ages of  three and six, 
including meeting the needs of children with disabilities 

 expanding ECEC provision for infants and toddlers and there is a high demand internationally that 
is not being met sufficiently. 

 ensuring equitable access to ECEC, providing all children with equal access, regardless of family 
income, parental employment status, special education needs and ethnic/language background. 
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A key aspect of this definition is that universal access programs should not only aim to increase 
availability of ECEC, but should devote considerable attention to ensuring that young children at risk are 
reached. This includes children with special needs due to sensory, mental or physical disabilities as well 
as children with additional learning needs derived from family dysfunction, socio-economic 
disadvantage, or from cultural, ethnic or linguistic factors. Noting that in many countries the funding 
provided to support children and families with additional needs is often insufficient and irregular, the 
report recommends that countries increase resources within universal programs for children with 
diverse learning needs. This prioritisation would help to fulfil an early screening function in detecting 
special needs. As research indicates, if identified sufficiently early, these needs can be treated more 
effectively, including the provision of support to families

59
.  

Another way to understand universal access is by way of comparison or in relation to targeted 
programs. Targeted programs focus on at-risk children and provide targeted services to that particular 
group. Certain countries endorse targeted programs and challenge the equality of the universal access 
system. These countries question whether access for all children, including children from middle-class 
families, is a fair and efficient way to spend taxpayer money. They argue that it is fairer to direct money 
towards targeted programs for at-risk children. However, the OECD questions the benefit of targeted 
programs, suggesting that this option is ‘a selective arrangement for children at-risk rather than a social 
good for all children’. From this point of view, targeted programs serve to segregate and stigmatise 
children at risk by pronouncing their differences, whereas universal programs adopt an inclusive 
approach and are generally considered the most successful in mitigating disadvantage.

60
 

There appear to be distinctions in how European and non-European countries deal with universal 
access to preschool. Most European countries accept the concept of universal access for three to six-
year-olds. Ireland and the Netherlands have extended this to making early education a statutory right 
from the age of three.

61
 

At this stage, European countries are focusing their policy attention on zero- to -three-year-olds, 
whereas non-European countries are focusing on three- to six-year-olds. The European focus on 
younger children reflects the 2010 objectives set at the 2002 Barcelona meeting of the European Union. 
At that meeting, new definitions of universal access were outlined, with the target being to ‘provide 
childcare by 2010 to at least 90% of children between 3 years old and the mandatory school age and at 
least 33% of children under 3 years of age’.

62
 

Individual legislative frameworks present a multitude of variations of universal access in terms of age, 
appropriateness of access, quality and equity of access (cost for parents and available funding). To 
provide a sense of this diversity, a few examples are provided here. 

 The age at which children usually access childcare is different in each country. In most Nordic 
countries (except Norway), fee pay centres or family day care is provided for any parents who 
request it from the end of parental leave. The majority of children access free childcare at 30 
months in Belgium, two years in France, three years is Austria, Czech Republic, Germany, 
Hungary, Italy, Norway (majority) and the UK, four years in Ireland (majority) and the Netherlands 
and five years (with an increasing number of places for four-year-olds) in such countries as 
Canada, Korea (majority) and Mexico

63
.  
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 In relation to quality, child to staff ratios are often considered. This is one area in which definitions 
vary drastically between countries. At one end of the spectrum, the standard for preschools in 
Luxembourg is a ratio of 8:1, the Netherlands 10:1 and Sweden 12.2:1. At the other end of the 
spectrum, the standard for preschools in Ireland is a child to staff ratio of 35:1, Spain 25:1 and no 
maximum for preschools in Finland.

64
 

 When it comes to equity of access in terms of costs for preschool, European countries fall broadly 
into two categories: free access is provided in Germany, Spain, France, Lithuania, Luxembourg, 
Hungary, Finland and Sweden; and parental contributions between 30-40%are required in Czech 
Republic, Denmark and Poland.

65
 

Moving away from Europe, New Zealand is a leading example of a country that has embraced universal 
access to ECEC. New Zealand was the first country to move childcare from the Department of Social 
Welfare and to the Department of Education in 1986. The New Zealand government felt that this shift 
would improve integration of education and care as well as the quality of child care itself.

66
 New 

Zealand delivers a universal access program that targets children from three years old until the time 
they enrol in school. The 20 Hours ECE program offers up to six hours a day and up to 20 hours a week 
of teacher-led ECE that cannot be charged to parents. The program is delivered to all children, 
regardless of their parents’ income, residency status or employment status. The program continues to 
evolve and the government has recently undertaken to increase the number of registered teachers, 
increase funding levels and improve accessibility, for example by requiring new schools to include early 
childhood facilities as well.

67
 

3.6 Implementation of universal access in Australia 

Australia made an official commitment to universal access in ECEC in the form of the National 
Partnership Agreement on Early Childhood Education. Endorsed on 29 November 2008, this Council of 
Australian Governments (COAG) initiative stipulates that by 2013, every child in Australia will have 
access to a preschool program in the 12 months prior to full-time schooling. Implementation of universal 
access is defined by the following requirements for preschool programs: 

 That children be taught by a four year university qualified early childhood teacher (note that 
transition arrangements for this requirement apply and the nature of the transition arrangements will 
be negotiated with States and Territories) 

 that program be available to children for 15 hours per week, 40 weeks per year 

 that programs are accessible across a range of settings, in a form that meets the needs of parents, 
and in a manner that ensures cost is not a barrier to access 

 that programs are delivered in accordance with the National Early Years Learning Framework.  

Another key goal of the National Partnership Agreement is the prioritisation of access for Indigenous 
and disadvantaged children. COAG recognised the under-representation of Indigenous children in 
preschool programs and has identified children living in remote Indigenous communities as a specific 
focus of the Agreement. 
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The ambitious nature of this reform brings with it a number of challenges.  Three major obstacles to 
implementation of universal access have emerged in the literature: securing adequate and ongoing 
funding; ensuring that a quality program is introduced; and providing access to more disadvantaged and 
geographically remote members of the community. Countries have addressed these issues through a 
range of strategies, such as: ongoing public funding commitments including financial incentives for early 
childhood education teachers; regulating and monitoring the quality of ECEC; and administering clinics 
to strengthen the relationship between providers and parents to encourage participation in universal 
access programs.

68
 

3.6.1 Funding 

The Australian definition of universal access stipulates that programs must be delivered in a manner 
that ensures cost is not a barrier to access. Attempting to determine what is an appropriate level of 
funding is a difficult task. One benchmark established by the European Commission Network on 
Childcare stipulates a minimum public investment in early childhood services of 1% of GDP. Sweden is 
the only country that achieves this level of investment, in fact contributing 1.9% of gross domestic 
product. Nevertheless, countries such as the UK, New Zealand and Australia have recently increased 
their expenditure significantly.

69
  Funding Universal Access across Australia does not imply that it will 

become a free service for all families wishing to access preschool. Costs are shared by the 
Commonwealth, the States and Territories and individual families. The proportion not paid for by the 
governments will be paid by parents for 15 hours of early childhood education. At the same time, 
services are currently being rolled out with increased funding annually to manage the financial burden 
on families. Table 7 below indicates funding commitments.

70
 

Table 7 – Commonwealth funding for early childhood education in Australia 2008 - 2013 

$ million 2008-09 2009-10 2010-11 2011-12 2012-13 Total 

New South Wales 10.2 21.3 26.9 82.3 137.9 278.6 

Victoria 7.4 15.3 19.3 59.1 109.5 210.6 

Queensland 11.2 23.4 29.5 90.3 97.6 252.0 

Western Australia 3.7 7.7 9.7 29.7 47.6 98.4 

South Australia 2.5 5.2 6.6 20.2 30.9 65.4 

Tasmania 0.7 1.5 1.9 5.9 10.4 20.4 

Australian Capital Territory 0.4 0.9 1.2 3.6 7.1 13.2 

Northern Territory 0.7 1.5 1.9 5.9 5.9 15.9 
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$ million 2008-09 2009-10 2010-11 2011-12 2012-13 Total 

Total 37.0 77.0 97.0 297.0 447.0 955.0 

It is interesting to note that employers in some EU countries also contribute to early childhood education 
costs. For example, Dutch employers are seen to be the most generous contributors. A small number of 
Swedish employers also supplement the public childcare system. The Dutch employers who put money 
towards childcare arrangements cited recruitment and retainment of staff as the primary reasons behind 
this initiative. Perceptions of the company as being family friendly and a good company to work for were 
also viewed as important motivators. This type of arrangement may be intertwined with the European 
focus on the benefits of universal access for the workforce, whereas Australian dialogue is more often 
associated with the cognitive and emotional benefits for children.

71
 

Quality 

Another challenge will be to create uniformity in the quality of education delivered within the Australia. A 
major study looked in detail at Australia’s ‘mixed economy of childcare provision’ highlighting that close 
to three-quarters of Australian long day care providers and part of the preschool sector are privately 
owned. The implications of this are summarised as follows

72
:  

The existence of a mixed market introduces some new issues into strategic thinking. For example, 
international literature and a small number of Australian research studies show a trend for the 
highest quality care to be associated with non-profit and independent private providers, and the 
poorest quality care with corporate chains.  

This raises the question of how quality services can be delivered. In an attempt to secure ‘quality’ 
education, the NP ECE requires ECEC to be delivered by four-year university qualified early childhood 
teachers. Internationally, a number of countries have embraced research revealing the ‘value-added’ 
benefit of employing teachers with a qualification in early childhood studies.

73
 Indeed, these 

qualifications are increasingly regarded as a measure of quality in ECEC. The Australian Government is 
addressing this by investing $126.6 million over four years into the training and retention of early 
childhood workers. This money will be directed towards the following activities: creating additional 
university places for early childhood teachers; removing regulated course fees for TAFE diplomas and 
advanced diplomas in early childhood; and reducing HECS-HELP debts (by approximately 50%) for 
early childhood teachers who work in rural or remote areas, Indigenous communities and areas of high 
disadvantage.

74
 

While these measures can be seen as a positive first step to achieving the required number of staff, a 
report to COAG by the Boston Consulting Group raises a number of issues for consideration, e.g., what 
will be required of teachers who are currently employed in these roles but do not have the requisite four 
year university qualification?  The primary concern, however, is the ability to attract an adequate 
number of teachers to the profession, particularly as several Australian States, including NSW and 
Victoria, are currently experiencing teaching staff shortages – especially in disadvantaged and rural 
locations. The Boston Consulting Group has predicted that the full quota of qualified ECEC teachers will 
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not be reached until almost 2020. It suggests a number of measures that may need to be considered as 
part of the implementation strategy

75
: 

 higher pay and improved conditions of work 

 greater professional development  

 resolution of the following issues -- 

 current industrial agreements specifying 20-30 hours of contact per week 

 differences in remuneration at government and non-government preschools 

 differences between long day care and stand alone preschools 

 up-skilling current teachers by providing them with the opportunity to engage in further study 

 intensive and formalised on the job training. 

Some argue attracting people to the profession will require an improved image as there is, at present, a 
marginalisation of early childhood teachers. They argue that in some jurisdictions early childhood 
education teachers have traditionally been marginalised by lower wages, poorer working conditions and 
lower professional status than primary and secondary teachers.  Pay parity is one way to begin to 
address this issue and, in New Zealand, it has been achieved between early childhood teachers and 
primary school teachers.

76
 

Equitable access 

Australia has committed to providing services across a range of settings to ensure accessibility. A 
significant challenge for all States and Territories will be to implement programs across geographically 
dispersed regional and remote communities. 

In so far as universal access in Australia is inclusive of all children, this incorporates equal access for 
children with special needs. This can mean smaller class sizes and different curricula, which can also 
mean greater costs. The OECD suggests a number of strategies to cater for children with special 
needs:

77
 

 hire or allocate specialised staff 

 create more flexibility in group sizes  

 look at the physical space – specific rooms may be required for special sessions 

 provide responsive pedagogical approaches and curricula – e.g., more intensive planning and 
flexibility with activities will better ensure constant adaptation to the learning needs of children 

 in some countries such as Canada, Finland, Hungary and the US, individualised educational plans 
(IEP) are determined by children, parents and teachers to help children reach their goals 

 in parts of Canada and in Finland and Italy, the special education staff in a facility provide on the job 
training to their mainstream colleagues  

 create programs that encourage and celebrate cultural diversity – studies in the UK, Sweden, 
Germany and Belgium have shown that these programs are more appealing to immigrant 
communities. 
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The challenge of implementing equitable services for children with special needs (whether they stem 
from a disability or from socio-economic disadvantage) is augmented by the heterogeneous structure of 
the early education system in Australia. The NP ECE includes a performance indicator in relation to 
access for disadvantaged children. Research from Canada and the United States suggests that for-
profit providers are less likely to serve children from low-income backgrounds and children with special 
needs.

78
 

The UK approach of targeting the most disadvantaged neighbourhoods for establishment of children’s 
centres appears to be gaining ground in Australia.  One example is the NP ECE bilateral agreement of 
the ACT which includes a focus on schools with a high proportion of disadvantaged and Indigenous 
children, and places a priority on these sites for the rollout of preschool. 

Engaging ‘hard to reach’ children 

The NP ECE, is committed to ensuring that disadvantaged children are included and have the same 
access as other children. Tony Vinson, a respected Australian social researcher, defined disadvantage 
as: ‘a range of difficulties that block life opportunities and which prevent people from participating fully in 
society.’

79
 Sometimes, disadvantaged groups are characterised as ‘hard to reach’. While there does not 

appear to be an agreed definition, the literature indicates that this phrase tends to be used in three 
ways

80
: 

 populations that are underrepresented in service provision 

 service users or potential users who may be invisible to or overlooked by service providers 

 service users or potential users considered to be resistant to services 

Following are some examples of the most difficult to reach children: 

 children living in ‘deep poverty’ 

 homeless children and children in transitional housing or domestic violence shelters 

 children who have experienced trauma 

 children with developmental disabilities or delays and/or physical disabilities 

 children with social/emotional or mental health issues 

 children of incarcerated parents 

 children of immigrant parents and/or families who speak English as a second language 

 children of parents with mental illness or substance abuse problems 

 children living in remote communities 

 Indigenous children 

However it is defined, there are some families that do not access services that would very likely benefit 
their children. Even though the proportion of Australian children enrolling in and attending preschool is 
quite high, there are ‘pockets’ of under participation.  These ‘pockets’ or population groups are often 
primary targets of policies such as universal access to preschool.  So, while involving most children in 
preschool may improve child development in the aggregate, not capturing these marginal populations 
can exacerbate existing inequalities.  Therefore, it is important to understand why some groups do not 
access early childhood services.  A study commissioned by FaHCSIA of the Stronger Families and 
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Communities Strategy found that there are a number of individual, program provider and social factors 
that affect parents’ attitudes toward accessing preschool programs.

81
 Table 8 below includes factors 

most relevant to participation in preschool. 

Table 8 – Factors affecting parents’ attitudes towards preschool 

Types of factors Factors 

Individual factors  misperceptions about preschool (not understanding the benefits) 

 view that child is not ready for formal schooling 

 parents had negative educational experiences 

 perceptions of risk and potential costs and benefits 

 lack of social confidence 

 communication difficulties 

 daily stresses and complexities. 

 distrust of staff, fear of the unknown and authority 

 

Program provider 
factors 

 preschool promotion strategies do not reach the population group 

 under-skilled, inexperienced staff 

 lack of client-centred practice where building relationships is central  

 under-funding, which causes high staff turnover, overworked, stressed teachers 

 discomfort with auspicing organisation, especially government entities 

 poor transport, problems with schedule, limited interpreter services, slow follow 
up 

Social factors  Social norms and expectations regarding preschool participation 

 Social disorganisation 

 Isolation and lack of transport 

 Lack of referrals in areas with lean service system 

While it is not possible for preschools to address all of the factors mentioned in the table above, 
research from Australia and overseas identifies three types of strategies that most organisations could 
adopt.

82
 

 Program promotion and outreach.  The key strategies for promotion and outreach include using 
strong visuals to promote preschool to ‘hard to reach’ families given that many may have difficulties 
with literacy. It is important for promotional materials to show activities with which target families 
can identify. Finally, promotional materials need to be highly visible in the places target families go, 
such as grocery stores, places of worship, playgrounds and primary health care facilities.   

It is also important for preschool providers to ‘get out there’ and meet potential families with young 
children.  Simply having met someone from a program can make it much easier to make contact 
when the time is right. 

 Networks with early years service providers.  Providers of healthcare and other services for 
babies, young children and their families can be important referral sources for preschool.  Some 
families are much more likely to follow up on a referral made by someone with whom they have an 
established relationship.  It is important, therefore, for preschools to have close working 
relationships and networks with services in their catchment areas.  These linkages also increase 
the possibilities of appropriate teacher referrals when they become aware of problems with children 
and/or their families. 
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 Child- and family-centred practice.  Engaging parents as a regular part of preschool 
programming can make a significant difference in boosting attendance.   

3.7 Measuring preschool outcomes 

There is still considerable tension over whether or not to undertake diagnostic assessment of preschool 
children.  According to a recent briefing paper, there is a ‘contentious debate’ occurring in Australia 
about whether preschool outcomes should be measurable.  The authors summarised the arguments for 
and against as shown in Table 9 below.

83
 

Table 9 – Measuring preschool outcomes 

Against measuring preschool outcomes For measuring preschool outcomes 

Play is not a measurable, quantifiable outcome Preschools should be child and family focused and families 
need a guarantee that their children are meeting intended 
learning outcomes 

Measurement cannot capture the spontaneity and 
‘magic’ of a young child’s play 

Measuring outcomes can place children at the centre of the 
learning processes, allowing for personalised and targeted 
learning experiences that focus on intended learning 
outcomes. 

It is very hard to quantify interpersonal 
interactions between child and educator 

It is better to understand individual need through 
measurable outcomes when the individual is young 

Assessing outcomes will narrowly focus early 
learning programs on what is measurable and 
devalue non-measurable goals 

Nationally consistent measures would improve the 
‘feedback loop’ of reporting on children’s learning for 
families and schools and especially facilitating continuity of 
learning between preschool and school 

’Labelling’ children too early is counter-productive Measuring outcomes will increase teacher investment in 
and responsibility for intended learning 

Measuring outcomes will pressurise under-
resources staff and place pressures on time in an 
already busy program 

Government funding requires some assessment that 
government money is well spent 
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3.8 Investing in ECEC: does it pay off? 

Research definitely indicates that some investments in the early years are more valuable than others.  
From an economic perspective, a program constitutes a worthy social ‘investment’ if the total benefits it 
generates exceed its costs.  The available evidence on early childhood interventions is largely restricted 
to model programs, which have generated benefit-cost ratios ranging from 2:1 to 17:1, depending on 
the program.

84
 As a Nobel Laureate economist put it

85
:  

It is a rare public policy initiative that promotes fairness and social justice and at the 
same time promotes productivity in the economy and society at large.  Investing in 
disadvantaged young children is such a policy.  Early interventions for disadvantaged 
children promote schooling, raise the quality of the workforce, enhance the productivity of 
schools and reduce crime, teenage pregnancy and welfare dependency.  They raise 
earnings and promote social attachment.  Focusing solely on earnings gains, returns to 
dollars invested are as high as 15-17%. 

Figure 3 below demonstrates the cost effectiveness of early investments. 

Figure 3 – Cost Effectiveness of Interventions 

   

In summary, it is widely acknowledged that the first three to five years of life are critical to cognitive, 
social and emotional development over the life course.  What happens to babies and young children 
matters and it matters a very great deal, not just to the individual child and his/her family, but to the 
whole community and society at large. We are learning more about the biological and social 
development of children everyday and also about the best ways to ensure that all children have 
opportunities to reach their full potential.   

3.9 Summary and conclusions 

Increased understanding of child development and especially the dynamics of interpersonal 
relationships and brain development have stimulated considerable interest in early childhood education 
across the globe.  It is virtually a given now that the greatest period of brain development occurs before 
fulltime, compulsory schooling begins.  And, it is brain development in the broadest sense in that it 
includes not just the development of the key cognitive skills of literacy and numeracy, but also 
motivation, creativity, sociability, emotional intelligence, perseverance, curiosity and other related 
factors.  The foundations built during these crucial years can determine an individual’s entire life 
trajectory.  This is not to imply that change is not possible after a given age, but rather to emphasise 
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that it is easier and less expensive to strengthen protective factors and reduce risk factors early in life 
than to ameliorate problems at later stages.   

As understanding of brain development has improved, there has been a corresponding interest in 
learning more about what kinds of interventions might give children the best chance to maximise their 
potential while they are in the earliest developmental stages.  Early childhood education has, therefore, 
received considerable research attention and the overwhelming body of evidence supports the 
generalisation that preschool is a positive experience for children and a good investment for society. 
There are, of course, factors that influence outcomes of early childhood education such as quality, style 
of pedagogy, training and experience of teachers, ‘dosage’, socio-economic status of children, 
curriculum and physical environment. It is these factors that are currently the focus of intense research 
interest. 

A comprehensive evaluation framework has been generated to guide the four-year tracking of the 
impact of the NP ECE. The framework is detailed in Chapter 4 and some of the issues and challenges 
likely to arise in the evaluation are then addressed in Chapter 6. 
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4 Evaluation Framework 

4.1 Overview 

The Evaluation Framework (detailed in Table 10) is derived from an outcomes hierarchy approach 
based on a program logic model. It is a useful way of conceptualising the way in which a program or 
initiative is intended to work and achieve its goals, which in turn provides direction for the Evaluation. 
An outcomes hierarchy sets out the intended outcomes of a program in layers, from the broad, 
overarching outcomes desired, through intermediate and immediate outcomes, down to short-term 
outputs. It is structured as follows. 

Figure 4 – Hierarchy of outcomes 

Ultimate outcomes – impact on overall issue and ultimate goals 

Intermediate outcomes – impacts, outcomes and achievements in the medium term 

Immediate outcomes – impacts, outcomes and achievements in the short term  

Outputs – activities or models of service delivery. 

This model positions the hierarchy of outcomes as the central focus of the evaluation, allowing for 
analysis of a range of factors that may contribute to the outcomes at each level. In other words, it allows 
for much more complex mapping of the relationship between program strategies and outcomes. The 
model is particularly useful where an initiative comprises multiple strategies and jurisdictions, as is the 
case with the NP ECE. 

A feature of the framework is that it operates at two levels simultaneously. It provides a structure for 
evaluating the NP ECE as a whole, and the progress made overall towards the ultimate goal of 
universal access nationally, while at the same time documenting the different starting points, 
approaches and progress towards the goals of each of the jurisdictions. Figure 5 below summarises the 
key outcomes identified in the evaluation framework. 

Figure 5 – NP ECE Evaluation Framework in Brief 
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Table 10 – Evaluation Framework 

OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

Ultimate Outcomes 

All children have access to 
affordable, quality early childhood 
education in the year before full time 
schooling. 

To what degree has Universal access 
been achieved? 

How could achievement of UA be 
improved and strengthened (i.e. 
learnings for the future)? 

95% of four-year-old children in each jurisdiction 
are enrolled in, and attending, an Early Childhood 
Education Program that is available for 15 hours 
per week, 40 weeks per year. 

Average number of hours per week of attendance 
at an Early Childhood Education Program = 15. 

Jurisdictional Annual 
Reports 

DCRs/DCERs 

Jurisdiction-specific data 
collections 

National Preschool 
Census 

National Data Collection 
(from 2010) 

 

Consultation with 
jurisdictional stakeholders 

 Is the early childhood education 
offered affordable to families? 

 

 

Does it meet the needs of families? 

Distribution of children who attend a preschool 
program by weekly cost per child (after subsidies) 
as defined by jurisdictions 

 

Parents report that the preschool arrangements 
meed their families’ needs.. 

Jurisdictional Annual 
Reports (may not collect 
this kind of data) 

Report on Government 
Services (ROGS) 

State and Territory policy 
and legislation in relation 
to cost of preschool 
provision 

National Preschool 
Census 

Consultation with 
jurisdictional stakeholders 

Case studies 

 Is the early childhood education 
offered of high quality? 

 

 

Number of teachers delivering preschool programs 
who are four year university trained and early 
childhood qualified. 

Proportion of services in each jurisdiction that meet 
the National Quality Standard, disaggregated by 
the 7 standards

86
 

Degree of program compliance with the Early 
Years Learning Framework. 

Jurisdictional Annual 
Reports 

DCRs/DCERs 

National Quality 
Framework reports 

E4Kids results, as they 
become available 
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  Data availability and format not yet known. 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

 What impacts has the initiative had on 
children? Specifically in relation to: 
 preparation for school 
 social, emotional, cognitive and 

physical (e.g. fine motor skills as 
well as gross motor) impacts 

 achievement in the early years of 
school 

What impact has the initiative had on 
families? 

What are the outcomes for children 
who have not attended an early 
childhood education program prior to 
starting school? 

Measures in 5 AEDI domains: 

 Physical health and wellbeing 
 Social competence 
 Emotional maturity 
 Language and cognitive skills (school-based) 
 Communication skills and general knowledge 

 

School entry assessments (where available) 

AEDI 

 

E4kids study 

 

 

 

 

Jurisdictional entry 
assessment reports 
(where available) 

Stakeholder consultation 

Case studies 

 

 Are there any unintended 
consequences of the initiative eg for 
families, early childhood services, 
schools, communities? 

Impact of preschool on accessibility of early 
education and care for three-year-olds and other 
early childhood programs. 

Jurisdictional Annual 
Reports 

Stakeholder consultation 

All Indigenous four–year-olds in 
remote Indigenous communities have 
access to a quality early childhood 
program. 

To what degree has Universal Access 
for remote Indigenous children been 
achieved? 

What have been the barriers/ 
enablers? 

95% of Indigenous four- year-old children in 
remote communities are enrolled in, and attending, 
an Early Childhood Education Program that is 
available for 15 hours per week, 40 weeks per 
year. 

Jurisdictional Annual 
Reports 

Data Capability Exception 
Report (DCERs) /National 
Preschool Census (NPC) 

Qualitative data collection 
with children, families and 
communities. 

Stakeholder consultation 

 What impacts has the initiative had on 
children? Specifically in relation to: 
 preparation for school 
 social, emotional, cognitive and 

physical (e.g. fine motor skills as 
well as gross motor) impacts 

 achievement in the early years of 
school 

What impact has the initiative had on 
families? 

What are the outcomes for children 
who have not attended an early 
childhood education program prior to 
starting school? 

Measures in 5 AEDI domains: 
 Physical health and wellbeing 
 Social competence 
 Emotional maturity 
 Language and cognitive skills (school-based) 
 Communication skills and general knowledge 

 

School entry assessments (where available) 

AEDI 

 

E4Kids study 

 

 

 

 

Jurisdictional entry 
assessment reports 
(where available) 

Qualitative data collection 
with children, families and 
communities. 

Stakeholder consultation 

Case studies 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

 Are there any unintended 
consequences of the initiative eg for 
families, early childhood services, 
schools, communities? 

Unintended consequences are documented Jurisdictional Annual 
Reports 

Stakeholder consultations 

Case studies 

All disadvantaged four-year-olds have 
access to quality ECE program 

To what degree has UA for 
disadvantaged children been 
achieved (as defined by 
jurisdictions)? 

What have been the barriers/ 
enablers? 

95% of disadvantaged four-year-old children in 
each jurisdiction are enrolled in, and attending, an 
Early Childhood Education Program that is 
available for 15 hours per week, 40 weeks per 
year. 

Jurisdictional Annual 
Reports 

DCRs/ DCERs 

 

Stakeholder consultations 

Case studies 

 What impacts has the initiative had on 
children? Specifically in relation to: 
 preparation for school 
 social, emotional, cognitive and 

physical (e.g. fine motor skills as 
well as gross motor) impacts 

 achievement in the early years of 
school 

What impact has the initiative had on 
families? 

What are the outcomes for children 
who have not attended an early 
childhood education program prior to 
starting school? 

Measures in 5 AEDI domains: 
 Physical health and wellbeing 
 Social competence 
 Emotional maturity 
 Language and cognitive skills (school-based) 
 Communication skills and general knowledge 

 

School entry assessments (where available) 

AEDI 

 

E4Kids study 

 

 

 

 

Jurisdictional entry 
assessment reports 
(where available) 

Stakeholder consultation 

 Are there any unintended 
consequences of the initiative eg for 
families, early childhood services, 
schools, communities? 

Unintended consequences are documented Jurisdictional Annual 
Reports 

Stakeholder consultations 

Case studies 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

Intermediate Outcomes 

Sufficient four-year trained ECE 
qualified teachers are available to 
deliver Early Childhood Education 
Programs. 

Has the number of four-year trained 
ECE qualified teachers working in 
early childhood education settings 
increased? 

Are sufficient four-year trained 
teachers available to meet the 
requirements of services under the 
NP ECE and the National Quality 
Framework? 

Increase in the number of teachers delivering Early 
Childhood Education Programs who are four year 
university trained and early childhood qualified. 

Targets identified by jurisdiction 

Jurisdictional Annual 
Reports 

National Workforce 
Census 

Stakeholder consultation 

Additional places are available in 
Early Childhood Education programs 
across a range of settings. 

Are there more places available in all 
settings which deliver early childhood 
education programs? 

How are these places distributed 
across service types, areas of 
identified need & locations? 

What are the barriers/enablers to 
achieving targets? 

Increased number of places available in each 
service type. 

Targets identified by jurisdiction 

Jurisdictional Annual 
Reports 

Stakeholder consultation 

Increased enrolment/ attendance 
hours of children. 

Are four-year-old children attending 
early childhood education programs 
for longer hours? 

What have been the barriers/enablers 
to increased hours of participation? 

What strategies are in place in 
jurisdictions for engaging ‘hard to 
reach’ groups; what have been the 
outcomes?  What has and has not 
worked? 

Increased average hours of attendance Jurisdictional Annual 
Reports 

AIHW report when 
available 

 

Stakeholder consultation 

Case studies 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

Cost is removed as a barrier to 
attendance. 

Has cost been removed as a barrier 
to children’s participation in early 
childhood education programs? 

Affordability indicator (when available)
87

 

Out-of-pocket costs 

Distribution of children who attend a preschool 
program by weekly cost per child (after subsidies) 
as defined by jurisdictions 

Jurisdictional Annual 
Reports 

Stakeholder consultation 

Early Childhood Education programs 
are effectively promoted to families. 

To what extent have the new 
arrangements been promoted to 
families? 

How have the new arrangements 
been promoted? 

What further opportunities for 
promotion exist? 

Promotion activities are documented. 

Attitude change on the part of parents, community 
and primary teachers/principals. 

Jurisdictional Annual 
Reports 

Stakeholder consultation 

Other barriers to participation are 
removed. 

To what extent have other barriers to 
the participation of four-year-olds in 
15 hours of ECE been removed? 

How have these barriers been 
overcome? 

Barriers identified and documented. Jurisdictional Annual 
Reports 

Stakeholder consultation 

Immediate Outcomes 

System capacity is sufficient to 
deliver UA. 

To what extent has early childhood 
education infrastructure expanded/ 
altered to increase capacity? 

What are the capacity barriers to 
services/ systems achieving their 
targets? 

Increase in early childhood education capacity 

Targets identified by jurisdiction are met.  

 

Jurisdictional Annual 
Reports 

Stakeholder consultation 
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  AIHW is working on an affordability indicator; if they do find a way to capture affordability in a simple measure, it will be considered by the evaluation governance group before being 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

Affordable fee structure is 
implemented in Early Childhood 
Education services. 

What benchmarks are used to 
measure affordability? How 
appropriate and nationally consistent 
are these? 

To what extent are the fee structures 
across service types equitable? 

What external factors affect 
affordability? 

What are the features of affordable 
fee structures? 

 

Average fees per day/session meet jurisdictional 
targets for general population, Indigenous and 
disadvantaged groups.

88
 

 

Jurisdictional Annual 
Reports 

Stakeholder consultation 

Outputs 

NSW 

 New funding model 
 Promotion of improved access 
 Increase number of qualified ECE 

teachers 
 Early Childhood Teachers Costs 

Contribution Scheme 
 Creation of new 2.5 days/15 hours 

per week preschool opportunities 
 Increase monitoring of fee levels 
 Funding and support for aboriginal 

and disadvantaged children 

 Performance Management 
Framework 

Have all actions been implemented? 

If, so what have been primary 
enablers?  

If not, what have been primary 
obstacles? 

Are there strategies in place to try to 
overcome obstacles? 

Indicators and targets for each jurisdiction will be 
added and changed, as appropriate. 
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 A contentious indicator that has not been resolved. 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

Victoria 
 Municipal planning 
 Optimising available places 
 Access to 15 hours 
 Innovation: trialling new approaches 
 Improving access for vulnerable 

children 
 Infrastructure 

 Workforce 
 
 

Have all actions been implemented? 

If, so what have been primary 
enablers?  

If not, what have been primary 
obstacles? 

Are there strategies in place to try to 
overcome obstacles? 

Indicators and targets for each jurisdiction will be 
added and changed, as appropriate. 

  

Tasmania 
 Maintain participation rates with 

focus on attendance 
 Initiatives targeting non-attendees 

strengthened 
 Launching into Learning, Home 

Interaction Program, State Child & 
Family Centres 

 Work with child care sector re 
Kindergarten programs for working 
parents 

 Increase early childhood (EC) 
qualified teachers 

 Offer 15 hours/week for 40 
weeks/year Kindergarten 

 Universal access to govt. school 
place with parental choice for fee-
paying setting. 

 Initiatives targeting disadvantaged 
non-attendees 

 (Launching into Learning, Home 
Interaction Program) 

 Initiatives targeting Indigenous non-
attendees (Launching into Learning, 
Home Interaction Program) 

 Devise & implement annual 
attendance data collection 

 
 

Have all actions been implemented? 

If, so what have been primary 
enablers?  

If not, what have been primary 
obstacles? 

Are there strategies in place to try to 
overcome obstacles? 

Indicators and targets for each jurisdiction will be 
added and changed, as appropriate. 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

South Australia 
 Increase access to Preschool to 15 

hours per week 
 Fund chid care centres to provide 

ECE for children unable to access 
government preschools. 

 New strategies to improve access 
for disadvantaged and hard to 
reach children. 

 Recruit new four-year trained EC 
teachers to deliver 15 hours/week in 
government preschools. 

 Upgrade qualifications of teachers 
in government preschools with 3-
year EC degrees to four-year. 
DECS in partnership with University 
of South Australia providing post-
grad BA of ECE. 

 Non government providers required 
to employ four-year trained 
teachers as condition of funding 

 Increase the number of child care 
centres offering early childhood 
education programs  

 Monitor attendance of 
disadvantaged children and act to 
ensure attendance equal to wider 
population 

 Maintain current rate of enrolment 
for Indigenous children 

 Ensure attendance rates equal to 
wider population 

 Ensure ECE delivered by 
government remains affordable  

 Establishment of Stakeholders 
Advisory Committee 

 New DECS operated administration 
system, ‘Early Years system’ to 
provide central electronic reporting 
of enrolment and attendance data 
at URL utilising a unique student 
identifier. 

Have all actions been implemented? 

If, so what have been primary 
enablers?  

If not, what have been primary 
obstacles? 

Are there strategies in place to try to 
overcome obstacles? 

Indicators and targets for each jurisdiction will be 
added and changed, as appropriate. 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

Western Australia 

 Achievement of guaranteed local 
access to kindergarten 

 Public consultation and 
information campaign  

 Increase number of teachers and 
teacher assistants 

 Establish Workforce 
Development policies and 
support mechanisms 

 Introduce 15-hour kindergarten 
to schools in 14 public school 
education districts and in non-
government schools  

 Public schools continue to be 
free of compulsory charge 

 Inquiry to the provision of 
kindergarten in childcare settings 

 Establish outside school hours 
care (OSHC) in locations with 
unmet need and disadvantaged 
communities  

 Establish wrap-around programs 
in high needs communities  

 Conduct the Best Start program 
in selected disadvantaged 
communities 

 Develop teacher resource 
materials 

 Maintain 26 existing Aboriginal 
kindergartens 

 Scholarships to upgrade teacher 
assistant qualifications  

 Establish data harvesting 
mechanisms for enrolment and 
attendance. 

 Audit of existing ECE teacher 
qualifications and tailoring 
workforce development to needs 

Have all actions been implemented? 

If, so what have been primary 
enablers?  

If not, what have been  primary 
obstacles? 

Are there strategies in place to try to 
overcome obstacles? 

Indicators and targets for each jurisdiction will be 
added and changed, as appropriate. 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

Northern Territory 

 Funding of one mobile service in 

Top End Group Schools, covering 
five sites with a total of 30-35 
children enrolled (2008-09) 

 Where there is unmet demand, 
support non-government long day 
care services to ensure preschool 
programs are delivered by a four-
year qualified teacher through either 
funding support for employment, 
transport arrangements or out 
posted teachers from nearby 
government schools.  

 Maintain existing four-year uni 
training policy. Progressively 
increase the proportion of teachers 
who are four-year trained through 
workforce replacement and 
qualification upgrading. 

 Develop costed system-wide 
implementation plan to roll out 15 
hours kindergarten. 

 Sustain non-fee paying basis for 
remote Catholic and Government 
preschools. 

 Improve access to Indigenous 
children by geo-location and 
initiatives to improve access to 
participation and attendance in 
preschool programs.  

 Improve access by geo-location 
(described above) will also include 
disadvantaged children (ie those 
children living in the bottom 20% of 
the Socio Economic Index for Area 

SEIFA). 

Have all actions been implemented? 

If, so what have been primary 
enablers?  

If not, what have been primary 
obstacles? 

Are there strategies in place to try to 
overcome obstacles? 

Indicators and targets for each jurisdiction will be 
added and changed, as appropriate. 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

Queensland 

 Provide extra community 
kindergarten services across the 
State in areas of unmet needs 

 Progressively implement new 
kindergarten funding scheme 

 Provide up to 200 scholarships to 
encourage ECEC staff to upgrade 
to teacher qualifications 

 Implement strategies to encourage 
qualified early childhood teachers to 
work in ECEC sector  

 Develop models/options for delivery 
of kindergarten programs for a 
minimum of 15 hours per week 

 Provide additional subsidies for 
services in disadvantaged areas 
and low income families  

 Provide mobile and outreach 
programs to target children in 
remote areas  

 Provide participation and inclusion 
support for services targeting 
Indigenous children  

 Trial the collection of Unit Record 
Level data from funded services 
through Child Care Service Census 
(CCSC) 

 Biannual core data collection on 
aggregate numbers of children 
participating in kindergarten 
programs 

 Improve measures on attendance  
 Include a field indentifying a staff 

member’s level of qualification 

 Require all kindergartens receiving 
funds to deliver ECE to complete 

the CCSC. 

Have all actions been implemented? 

If, so what have been primary 
enablers?  

If not, what have been primary 
obstacles? 

Are there strategies in place to try to 
overcome obstacles? 

Indicators and targets for each jurisdiction will be 
added and changed, as appropriate. 
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OUTCOME LEVEL KEY EVALUATION 
QUESTIONS 

INDICATORS SECONDARY 
DATA SOURCES 

PRIMARY DATA 
SOURCES 

ACT 

 Maintain enrolments to increase the 
level of attendance  

 Ensure programs delivered by a 
four year ECE qualified teacher  

 Implement 15 hours of free 
preschool per week and/or 30 hours 
per fortnight  

 Partnership with the Archdiocese of 
Canberra and Goulburn Catholic 
Education Office (CEO) 

 Commence implementation of the 
delivery of 15 hours of preschool 
per week and/or 30 hours per 
fortnight of eligible children in a 
preschool program in identified ACT 
Government preschools 

 Service integration investigation 
across preschool and child care 

 Continue to support access to ACT 
government preschools to ensure 
cost is not a barrier  

 Support and assist disadvantaged 
and Indigenous children  

 Implementation of the Universal 
Access initiative across all sectors 
to target schools and/or 
communities with a high proportion 
of disadvantaged children. 

Have all actions been implemented? 

If, so what have been primary 
enablers?  

If not, what have been primary 
obstacles? 

Are there strategies in place to try to 
overcome obstacles? 

Indicators and targets for each jurisdiction will be 
added and changed, as appropriate. 
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5 State/Territory Preschool Profiles 

5.1 New South Wales (NSW) 

5.1.1 Service delivery model 

In NSW, there are 100 preschools owned and operated by the State, 752 community preschools and 
450 not-for-profit long day care (LDC) services that receive funding from Community Services NSW but 
are operated by non-government organisations, and about 1,960commercial long day care services.  

In terms of service coverage, in 2009, a total of 71,393 (81.1%) children attended preschools, including 
4,291 children in government preschools, 19,656

89
 children in LDC preschool programs, and 47,446 

children in community preschools.    

In 2009, NSW experienced a surge – an increase of 980 children -- in child enrolments in government 
schools, which may reflect the economic and budgetary pressures families experienced during the 2009 
financial crisis. 

Average fees per day in community preschools are $27.93 on average for all families, $10.40 for 
Indigenous children and $16.62 for children from low income families. Government owned and 
delivered preschools are provided free of charge. 

5.1.2 State funding 

In May 2006, the NSW Premier announced the Preschool Investment and Reform Plan, providing $77.2 
million over four years to ‘improve preschool access in NSW by making it more affordable and making it 
easier for children from disadvantaged backgrounds to participate in a preschool program …’ The Plan 
involves: 

 $8.3 million emergency funding in 2005-06 to about 400 preschools under immediate financial 
pressure  

 In 2006–07 to 2007–08, $17.6 million viability funding to 539 community-based preschool services. 
(operational funding, fee-relief funding, one-off capital improvement funding and service analysis 
and business development support) 

 an additional $29.8 million in 2008-09 to expand the number of subsidised preschool places  

 total preschool subsidies for 2009/10 was $119.4 million, incorporating the Commonwealth funds of 
$21.3 million.  

5.1.3 Data collection 

Data collection mechanisms 

Both the Department of Community Services and the Department of Education and Training collect data 
regarding children’s services on an annual basis. 

 NSW Department of Education and Training Census: this census, covering the Department’s 
100 preschool programs, is undertaken during a representative week in August of each year.  The 
census collects information regarding child characteristics and preschool attendance, but not family 
income.  Other data sources provide information on staff numbers and characteristics.   

 Community Services NSW Annual Data Collection: data from all services funded by Community 
Services NSW, including 752 not-for-profit community preschools and approximately 450 not-for-
profit long day care services is collected during a representative period in August – September each 

                                                      
89

  Note this figure was reported in the 2009 Annual Report, however is a 2006 figure. 
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year. (No information is currently collected from NSW’s 1,960commercial long day care services 
through this process.)  

Data collection issues 

There is currently no requirement for privately operated children’s services to supply data to the 
Department of Education and Training or Community Services NSW. Given the large number of 
commercial LDCs, this can distort the overall picture regarding the number of children receiving a 
preschool program. Data about commercial LDCs is, however, collected by the Commonwealth 
Government, but the most recent Commonwealth data available is from 2006, and is thus out of date. 

The NSW collections (DET and Community Services NSW) both collect ‘attendance’ information for the 
representative week. The collections collect data for numbers of children attending (not ill); and 
numbers of children enrolled but not attending due to illness or other absence in the representative 
week. 

Issues with double counting may occur due to children attending more than one service during the data 
collection period. Only limited data is available for children attending prior to school programs in non-
government school settings 

The large number of children attending commercial long day care NSW makes the availability of up–to-
date data from this sector an important issue in this State. Data about this group of services was 
previously collected under the Child Care Census, and now through the National Early Childhood 
Education and Care Workforce Census. The timely availability of the National Workforce Census Data 
is desirable.  

Data collection development 

 Community Services NSW online reporting tool: 

 part of the Preschool Investment and Reform Plan, this online tool was piloted in 2008, fully 
implemented in 2009 and revised to include data to measure the performance indicators, 
deliverables and targets in the NP ECE Bilateral 

 it provides unit record level data on all preschool students 

 the data collected drives funded service accountability and future allocations, all of which will 
improve the reliability and timeliness of record keeping and reporting 

 the 2009 data collection required respondents to distinguish between university trained 
teachers with a 3-year qualification and university trained teachers with a four-year qualification.  

 NSW Department of Education and Training online census collection tool: 

 data is provided by schools through the web based format, including information on gender, 
disability, language background, Aboriginality, attendance patterns, strategies for engaging 
Aboriginal children and families and staff; information is analysed by State office and provided 
to regions to assist them in their planning. 

5.1.4 Primary outputs to date 

The NSW Bilateral Agreement and 2009 NSW Annual Report include the following outputs:  

 growth funding of $21 million per year committed to increase access to preschool programs 

 new Resource Allocation Model developed 

 ten locations for new Commonwealth Early Learning and Care Centres identified, including five on 
government school sites 

 Community Child Care Cooperative and Care West contracted to initiate or support service system 
planning to increase preschool supply in priority localities 
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 funding increased to 657 community preschools and an additional $10.2 million to community 
preschools 

 723 new growth opportunity ‘spots’
90

 implemented by December 2009 

 in early 2010, an additional 1,423 ‘spots’ funded through the Growth Phase Strategies 

 Children’s Services Service Specification and random audits of compliance proposed to ensure 
accountabilities 

 Design of the Teachers Costs Contribution Scheme started 

 NSW Stakeholder Roundtable established for consultation and engagement with stakeholders 
regarding implementation of universal access to preschool 

 166 expedited qualification assessments completed 

 online data collection tools implemented.  

5.1.5 Progress against Bilateral targets 

Table 12 below shows NSW’s progress against 2009 benchmarks in their Bilateral Agreement. Overall, 
NSW did not reach the 2009 target in terms of the overall participation rate and the enrolment of 
disadvantaged children. However, the actual enrolment rate for Indigenous children was 5.5% higher 
than the target. The gap between the actual and the target in the number of teachers with university 
degrees or equivalent was 148.  

Table 11 – Progress against 2009 benchmarks, NSW
91

 

Performance benchmark 2009 Target in Bilateral  Progress (2009 Annual Report) 

Overall participation rates 88.6% 81.1% 

Enrolled in program offering 15 
hours/week 

29% 29% 

Average hours/week attendance 2.11 days – 12.7 hours  2.11 days – 12.7 hours 

Average cost per day in community 
preschool  

$28.3 (baseline position 2008) $27.93 

Average of disadvantaged children 
enrolled 

78% 75.2% 

Average of Indigenous children 
enrolled 

82.7% 88.2% 

Early childhood qualified teachers 4,680 4,532 (5,741 if Diplomas are 
included) 

 

                                                      
90

  A ‘spot’ is a 15 hour per week place available for a child. 
91

  The reported Long Day Care data used in deriving some of the figures above is from the 2006 Child Care Census. The 
‘average of disadvantaged children enrolled’ was calculated by using projections of the number of disadvantaged children in 
NSW based on 2006 Census data combined with children on Health Care Cards; for LDC, the average was calculated using 
Census of Chid Care Services, 2008, data on weekly family income (low income = less than $800/week); commercial LDCs 
not included. 
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5.2 Queensland 

5.2.1 Service delivery model  

The Queensland Government provides kindergarten programs directly through a limited number of Pre-
prep in school programs designed specifically for Indigenous children in remote areas.  The main 
provider of kindergarten is the Crèche and Kindergarten Association of Queensland (C&K), which is 
funded by the Queensland Department of Education Community Kindergarten Assistance Scheme 
(DECKAS).  A small number of non-State schools also offer kindergarten, as do a number of Long Day 
Care centres, but without State funding. 

In terms of service coverage, a total number of 18,313 children enrolled in an Early Childhood 
Education Program in 2009. This figure includes 499 children in Government schools, 13,243 children 
in private and community kindergartens, and 4,571 in LDC

92
. 52 % of all disadvantaged children are 

enrolled in a kindergarten program. 33% of Indigenous children are enrolled in a kindergarten program; 
the denominator for this indicator is Indigenous population data from the 2006 Population Census.  .   

Costs for attending State-funded community kindergarten range from: 

 $0 - $19 per week (4%) 

 $20 - $39 per week (8%) 

 $40 - $59 per week (81%) 

 $60 and over per week (7%).
93

 

Children do not pay fees for attending Pre-prep in schools programs. 

5.2.2 State funding 

The Queensland Government has committed to maintaining DECKAS arrangements for all existing 
funded community kindergartens until December 2010. From that point on kindergarten services will be 
funded under the new kindergarten funding scheme and all existing community kindergarten services 
will receive a base level of funding based on their December 2010 amount, plus annual indexation until 
January 2014. From then, funding will continue to be provided at no less than this level until exceeded 
by the new scheme. 

New Kindergarten Funding Scheme 

The new Kindergarten Funding Scheme provides: 

 approved kindergarten providers with a standard subsidy per eligible child enrolled, with further 
subsidies for services in remote and/or lower socioeconomic areas 

 a family support subsidy to services for every child from a low income family with a Health Care 
Card to ensure cost does not prevent children from participating in a kindergarten program 

 funding to any services approved to provide a kindergarten program from January 2010  

 a standard subsidy (indexed 1 July each year) for each eligible-age child (four years of age by 30 
June in the year they participate in a kindergarten program). 

Eligibility requirements for an approved kindergarten include:  

 delivery of a learning program for 15 hours per week per child over 40 weeks of the year for 
children who are four years old by 30June in the year they are enrolled 

                                                      
92

  2010 Queensland Data Capability Report. 

93  Percentages quoted are from the 2010 Queensland Data Capability Report 
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 a learning program delivered by a four-year qualified, registered early childhood education teacher 

 an education program aligned with the national Early Years Learning Framework and Queensland 
Kindergarten Learning Guideline. 

Pre-Prep in schools initiative 

In 2006, the Queensland Government committed $23.1 million over four years, with an additional $24.4 
million over two years provided in 2008, to fund enhancements to pre-prep in schools programs for 
children aged 3.5 to 4.5 living across 35 discrete Indigenous communities. This included capital funding 
to ensure that services were delivered in appropriate facilities. This program is provided free by state 
schools. 

5.2.3 Data collection  

Queensland has several data collection mechanisms in place: 

 Child Care Services Census: the Annual Child Care Services Census collects data in relation to 
all services licensed under the Child Care Act 2002 (including C&K and Long Day Care services) 
and services funded under the various child care funding programs previously administered by 
Department of Communities (including limited hours care and Remote Area Aboriginal and Torres 
Strait Islander Child Care); the census was originally implemented primarily to meet jurisdictional 
requirements for the Report on Government Services (ROGS) and is also used to inform planning 
and program development.  

 C&K survey: this collection comprises both performance and administrative data as part of the 
existing Service Agreement with the Department and includes information on enrolments, Aboriginal 
and Torres Strait Islander status, demand and supply, family background and children with special 
needs. C&K provides an annual strategic and compliance report and a separate annual enrolment 
report. C&K survey data is also interrogated to supplement Queensland reporting for the ROGS. In 
2009 this data was not used for NP ECE reporting as the Child Care Services Census provided all 
data required for reporting.  

 Pre-Prep in schools: the Department of Education and Training compiles a range of administrative 
data on children enrolled in Pre-prep programs in State Schools. Pre-prep programs were not 
included in the 2009 Child Care Services Census (CCSC). 

Data collection issues   

For 2009, early years data in Queensland currently have issues relating to lack of comparability across 
data sets, double counting of enrolments across and between service types. Some examples include: 

 inability to report ‘attendance’ figures for Pre-prep in state schools due to a lack of accurate data 

 the number of disadvantaged children was collected on the basis of service location instead of the 
more common use of children’s home address 

 the identification of Indigenous children was based on reports from services rather than parents 

 the 2009 CCSC was not designed to capture unit record level (URL) data across all service types 

 information on the participation of Indigenous and disadvantaged children is limited to the 
definitions and reporting periods required by the Reporting for Government Services (ROGS) 
process. 

Data development  

In 2009, Queensland trailed the collection of Unit Record Level data from C&K services through the 
CCSC. This trial collected information on children’s:  

 date of birth 

 gender 

 postcode 
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 diagnosed disability or long-term medical condition that requires assistance 

 Indigenous status 

 non-English speaking background 

 hours per week of attendance. 

The 2009 CCSC also included information on: 

 teachers’ qualifications, including full or provisional Queensland College of Teachers (QCT) 
registration and early childhood qualifications, such as the highest child care/early childhood 
qualification or equivalent completed and any child care/early childhood qualifications underway 
including:  

 Australian Qualifications Framework (AQF) Level 2 

 Certificate III (1 year) – AQF 3 

 Associate Diploma (2 years) or Diploma of Community Services (Children’s Services) – AQF 5 

 Advanced Diploma of Community Services (Children’s Services) (3 years) – AQF 6 

 Diploma or Bachelor (3 years) specific to early childhood education or child care 

 Bachelor (4 years) specific to early childhood education 

 Post-graduate qualifications related to early childhood education 

 Other qualifications approved by the State Government for my position 

 Other undergraduate qualifications including primary teaching, secondary teaching, Bachelor of 
Arts, Bachelor of Science etc 

 None of the above/ Not yet started (timeframe to commence study has not yet passed). 

Services will also identify whether staff are participating in the Australian Traineeship Scheme or 
undertaking a Children’s Services Apprenticeship, and whether teachers hold full Queensland College 
of Teachers (QCT) registration or Provisional QCT registration. 

Further enhancements under consideration include building a new information management system 
that improves and integrates information currently collected on licensed child care and kindergarten 
services, including Pre-prep in schools in the CCSC, and collecting unit record level data from LDCs 
providing kindergarten programs under the new funding arrangements. 

5.2.4 Primary outputs to date 

The Queensland Bilateral Agreement and 2009 Queensland Annual Report include the following 
outputs:  

 program to deliver up to 240 extra kindergarten services across State by 2014 

 new kindergarten funding scheme, including additional subsidies for services in socio-economically 
disadvantaged and remote areas and targeted subsidies for low income families 

 141 long day care centres approved as kindergarten program providers to participate in the 2010 
Pilot Kindergarten Program 

 organisations will be approved as Central Governing Bodies to support the delivery of quality 
kindergarten programs and manage the provision of funding for services that are not approved to 
receive Child Care Benefits 

 proposed target cohort for the Early Childhood Teacher Scholarship program identified 
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 proposed study pathways leading to teacher registration identified in collaboration with Queensland 
universities and the Queensland College of Teachers 

 development of Queensland Kindergarten Learning Guideline commenced, informed by a 2010 trial 
in a range of early childhood education and care services and community contexts 

 innovative service delivery models in a range of service types and disadvantaged locations trialled 
under the ‘Piloting Pre-Prep Mobile Delivery Strategies’ project, in conjunction with the Australian 
Government. 

2010 Kindergarten Pilot Program 

The aim of the Kindergarten Pilot Program, to commence in early 2010, is to better meet the needs of 
working parents and their children.  This approach aims to substantially increase the number of 
Queensland children who can benefit from kindergarten. Around 29 000 kindergarten-age children in 
Queensland attended long day care services in 2009. Only approximately 7% of four year old children 
accessed an education program delivered by a qualified teacher in a long day care setting.  

The program’s intention is that by 2014, every Queensland child will have access to a high quality early 
childhood education program in the year before they start Prep. These programs will be delivered by a 
qualified early childhood teacher.  

240 extra kindergartens  

 20 new kindergarten services were announced in 2009, with 8 planned to open in 2010 and 12 
services to open in 2011.  

 A total of 86 extra services will open in 2012. This includes the acceleration of 40 extra kindergarten 
services originally scheduled for 2013 and 2014, to open in 2012. 

 About 65 extra services are planned to open at the start of the school year in 2013, with the 
remaining 67 kindergarten services to open in 2014. 

Most kindergarten services in Queensland in 2009 were affiliated with C&K. Kindergartens co-located 
with a state school will operate autonomously. However, it is planned that the kindergarten program 
provider and the school will establish a strong partnership to ensure their services best meet the needs 
of local children and families.  

Non-State schools are responsible for building and extending kindergarten services on their land and 
will receive capital funding to assist in the construction of these facilities. These schools will also decide 
who provides the kindergarten program. In some cases, it will be the school, and for others, the service 
may be leased to another kindergarten provider. 

Establishment of Central Governing Body 

Central Governing Body means an entity, prescribed under a regulation that receives funding from the 
department for an approved kindergarten program provided by one or more relevant services to which 
the entity provides all or part of the funding. 

Under the new kindergarten funding scheme, one requirement for an approved kindergarten program 
provider to receive funding is that it must associate with a Central Governing Body recognised by the 
Office for Early Childhood Education & Care. 

5.2.5 Progress against Bilateral targets 

Table 12 below shows Queensland’s progress against the 2009 benchmarks in Bilateral Agreement. 
Overall, Queensland exceeded the 2009 targets in terms of overall participation rate, enrolment in 
programs offering 15 hours and average hours per week of attendance. The proportion of 
disadvantaged children enrolled was 10% higher than the 2009 target and the proportion of Indigenous 
children was about 4% higher. There were 892 teachers who held a qualification in early childhood 
and/or were registered teachers with a minimum of a 3-year qualification.  
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Table 12 – Progress against 2009 benchmarks, Queensland
94

 

Performance benchmark 
2009 Target in Bilateral  Progress Stated in 2009 Annual 

Report 

Overall participation rates 30% 32% 

Enrolled in program offering 15 
hours/week 

3% 38% 

Average hours/week attendance 12.8 hours 13.7 hours 

Average costs  Not provided $0 to $19 per week - 4% 
$20 to $39 per week - 8% 
$40 to $59 per week - 81% 
$60 and over per week - 7% 

Participation rate - disadvantaged 
children 

42% 52% 

Participation rate - Indigenous 
children

95
 

29% 33% 

Early childhood qualified teachers 630-640 892 

5.3 Western Australia 

5.3.1 Service delivery model  

Kindergarten is not compulsory in Western Australia; however, kindergartens are an integral part of 
public education and nearly all are located on school sites.  This may explain the very high enrolments -  
approximately 95% of all age-eligible children were enrolled in public or non-government school-based 
kindergarten programs in 2009: 

 72% attended a public school (19,774) of whom 1,603 were Indigenous 

 the remaining 28% (7,557) attended a non-government preschool of whom 228 were Indigenous.  

All public schools and registered non-government schools in Western Australia are required to: 

 implement the K-12 Curriculum Framework (legislated through the Curriculum Council Act 
2001)and 

 employ teachers who are members of the Western Australian College of Teaching (WACOT), which 
requires a four year teaching degree (or equivalent). 

Western Australian families value their school-based preschools because they believe they provide high 
quality programs and they are convenient in terms of one stop drop-off/pick-up of all siblings and 
continuity of relationships and programs.  

The State funds and delivers preschool programs through public schools and they are considered part 
of whole-school planning for literacy, numeracy and other learning outcomes. Over 95% of public 
primary schools offer kindergarten within an integrated K-7 school program.  There are 33 regional and 
metropolitan community kindergartens that are operated by a community-based management 

                                                      
94

  The estimates of disadvantaged children were based on the cohort population that reside in statistical local areas classified 
by the ABS in the bottom 2 deciles using the Index of Socio-Economic Disadvantage For Areas (SEIFA) using 2006 census 
data. 

95
  The denominator for this indicator is the number of four-year-old Indigenous children from the 2006 Census of Population 

and Housing. Alternative indicators were provided by Queensland using an alternative denominator taken from ABS 
Experimental Estimates and Projections of Aboriginal and Torres Strait Islander Australians, which also showed and increase 
in this proportion. 
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committee and receive an annual operating grant and staff (teacher and education assistant) from the 
Department of Education.  Quality assurance of the program and performance management of the 
teacher in Community Kindergartens is undertaken by the principal of the public school to which the 
Community Kindergarten is linked. 

Non-government schools are registered by the Minister and their programs are quality assured either by 
the Catholic education system or the Department of Education Services.  The State provides a per 
capita grant for children enrolled in non-government kindergartens at 75% of the pre-primary Average 
Government School Recurrent Cost (AGSRC). The balance of funding comes from tuition fees and/or 
other sources. All kindergarten programs at registered non-government schools are subject to quality 
assurance requirements including that teachers are appropriately qualified and registered with the 
Western Australian College of Teaching. 

An indeterminate number of licensed Long Day Care (LDC) centres employ early childhood teachers to 
conduct kindergarten-like programs within a child care setting.  Under current legislation, LDC centres 
are not able to claim they provide a recognised kindergarten program unless they register as a school 
(in addition to being licensed as a child care provider).  The State does not fund LDCs. 

In addition, there are 11 specialist Early Intervention Programs for Kindergarten-aged children with 
identified disabilities or learning difficulties. 

There are no compulsory fees for children to attend a preschool in public school, but schools may 
request a voluntary school amenities contribution of up to $60 per year per child.  Most non-government 
schools also offer kindergarten programs and they charge fees ranging from $0 to $4500 per child per 
year (in a small number of cases where other sources of government or private funding support the 
operation of the school). 

Kindergarten is free of charge in public schools with a maximum $60 per child per year payable as a 
voluntary contribution; however, data is not yet collected about the actual level of voluntary 
contributions.  

5.3.2 State funding 

In 2009-2010, the Western Australian Government contributed $18 million to kindergarten provision in 
non-government schools and approximately $85 million to kindergarten provision in public schools. 

The additional cost of expanding universal access from 11 hours to 15 hours per week in Western 
Australian schools is estimated to be $98.4m over the period 2009-2013.  This includes workforce 
expansion, the cost of additional infrastructure, project management, and establishment of wrap around 
programs, evaluation and district support. 

5.3.3 Data collection 

Data collection mechanisms  

 School Student Census: the census is conducted by the Department of Education (DoE) on behalf 
of all three WA school sectors: public, independent and Catholic.  The purposes are to provide the 
basis for per capital grants from the State and to meet mandatory national reporting requirements 
that determine school operating grant allocations and planning.   

 The census is administered by the Department which is the data custodian.  Data items collected 
through the census are commensurate with several performance indicators for Universal Access 
and have been modified in 2009 to collect enrolment data by age as well as sessions per week to 
achieve an even better fit with NP ECE performance indicators. 

 School Attendance Management (SAM) database: this system was developed by the public 
school system to meet reporting requirements for the MCEETYA Closing the Gap initiative.  Full-
time schooling does not include kindergarten, but approximately 75% of public schools choose to 
include kindergarten records in their SAM data. It enables the public school system to monitor 
progress towards improved school attendance across different socio-economic bands and across 
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different education districts, particularly among Indigenous students. SAM data do not currently 
include the non-government sector.  The national preschool centre census collected once a year for 
DEEWR includes a measure of attendance for non-government schools.   

 Human Resources Management Information System (HRMIS): HRMIS is the data-base into 
which details about all teaching and non-teaching personnel employed by the Department of 
Education (DoE).  It is used for payroll, teacher transfer, leave accrual records, etc. (public and 
community kindergartens are covered by this collection). 

Data collection issues 

In Western Australia, kindergarten (the target preschool year) and pre-primary (the first year of full-time 
schooling) are both non-compulsory.  This permits non-government schools significant flexibility 
regarding age of enrolment and scheduling. Differentiation in census data between pre-kindergarten, 
kindergarten, pre-primary and Year One enrolments is achieved by the age of children combined with 
the number of sessions attended each week.  The target cohort comprises children aged four years as 
of 1 July and attending four half-day sessions per week.  These proxy indicators are largely accurate, 
but there may be some cases of kindergarten children being counted as pre-primary and vice-versa. 

Double counting appears to be a problem in Western Australia as in many jurisdictions. Some parents 
simultaneously enrol children in two schools on different days, making it difficult to sort out total 
numbers.  

Western Australia is unable to report data on whether teachers are four-year trained and ECE qualified. 
Teachers are appointed to public schools based on their qualifications profile. (The qualifications profile 
indicates whether a teacher has a three- or a four-year degree and whether early childhood is specified 
in the degree title.  All teachers must be members of the Western Australian College of Teachers, which 
requires four-year university qualifications, but there is a transitional arrangement still in existence for 
teachers with 3-year university degrees and some experience.) They are then deployed by principals 
according to local needs, class compositions and individual teachers’ skill sets, interests and work 
fraction preferences.  In some cases due to local decisions/needs, teachers who do not have formal 
early childhood qualifications end up teaching kindergarten.   

Disadvantaged children are defined differently in public and non-government schools. For public 
schools, data is from the Department of Education and Training’s Socio-Economic Index (proved to be 
a better predictor), but for non-government schools, the Socio-economic Status (SES) Index from 
SEIFA is used.  

Aboriginal kindergartens and kindergarten programs at Remote Community Schools within the public 
sector permit enrolment from the age of three.  In 2008, 2,002 Aboriginal children were enrolled in 
public and non-government kindergarten programs.  Based on the Experimental Estimate of Aboriginal 
and Torres Strait Islander Australians, it is estimated that there were 1,744 Aboriginal four-year-olds in 
Western Australia in 2008.  This implies that more than 100 percent of Aboriginal children were enrolled 
in kindergarten in 2008.  It is known, however, that due to early-entry rules which apply in Remote 
Community Schools and Aboriginal Kindergartens within the public sector, kindergarten enrolments for 
Aboriginal children may include some three-year-old children.  The baseline estimate of enrolments is 
therefore 95 percent. 

Data collection development 

Western Australia is conducting data development in the following areas: 

 collaborating with non-government sector to collect and report teacher qualification data 

 increasing public school participation rates beyond 75% in SAM data collection 

 exploring ways to harvest kindergarten attendance rates in non-government schools with the 
Catholic and independent  

 investigating options to collect more accurate data about qualifications/experience of teachers in all 
public school kindergarten. 
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5.3.4 Primary outputs to date 

The Western Australia Bilateral Agreement and 2009 Western Australia Annual Report include the 
following outputs:  

Program activities commenced  

 cross-sectoral COAG Governance Group established 

 Universal Access Steering Group established 

 basis for cost-sharing across sectors 

 Best Start implementation/expansion 

 Universal Access roll-out schedule 

 Universal Access models of delivery  

 scoping of buildings and facilities 

 additional teaching and non-teaching allocations  

 consultation with Aboriginal communities 

 early childhood workforce analysis 

 legislative analysis 

 qualitative research – feasibility studies 1 and 2 

 Kindergarten, preparatory, Year 1 Review 

 data capability staff employment. 

Program activities completed 

 Universal Access Round Table, brought together about 80 stakeholders from early childhood and 
education sectors, drawn from professional association, parent organisations, Indigenous groups, 
state government agencies, non-government agencies and universities to discuss the COAG early 
childhood initiatives and details of the NP ECE 

 finalisation of UA Strategy and 2 year Action Plan 

 appointment of project personnel 

 appointment of data capability personnel 

 administrative data bases for 3 sectors 

 preparation and negotiation of the Data Capability Report 

 review of the Provisional Expenditure Table 

 communications strategy – public and non-government schools 

 communications strategy – family and communities. 

Activities in relation to Indigenous children 

 Aboriginal kindergartens operate in 28 schools around the State, providing early learning programs 
for three- and four-year-old Indigenous children. Aboriginal and Islander Education Officers help 
teachers implement culturally appropriate early childhood programs. Transport is provided in some 
schools to help families access the program. 

 Aboriginal Early Childhood Education Workforce Development project, which aims to facilitate 
opportunities for Aboriginal and Islander Education Officers and Education Assistants to obtain a 
four year university qualification in early childhood education. The project has resulted in 12 people 
enrolled in Murdoch University’s scholarship program, with additional scholarship places available. 
The Department encourages Aboriginal people in the Kimberley and Pilbara to apply for the 
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scholarship to ensure early childhood education and care in these areas reflects the social and 
cultural values of these communities.  

 Children and Family Centres (5) will be developed across WA over the next five years ($42.35 
million), as part of the commitment to close the gap for Aboriginal families and to improve the 
wellbeing of Aboriginal children. They will be in areas with a high Aboriginal population and where 
there is a demonstrated need for additional or better services. Four centres will be in remote and 
rural locations and one will be in a metropolitan location.  

The centres will integrate early childhood services to provide greater access to child, maternal and 
health services for Aboriginal families. 

5.3.5 Progress against Bilateral targets  

Western Australia met or exceeded all of its 2009 targets.  Since its current enrolment rates are so high, 
the biggest challenge will be to increase the number of hours from 11/week to 15/week, which could put 
some strain on purpose built facilities. 

Table 13 provides a picture of WA ECE performance in 2009. 

Table 13 – Progress against 2009 benchmarks, Western Australia
96

 

Performance benchmark 2009 Target in Bilateral  Progress Stated in 2009 Annual 
Report 

Overall participation rates 
95% enrolled in 11 hour programs 

Over 95% enrolled 

Enrolled in program offering 15 
hours/week 

Maintain 
Not provided  

Average hours/week attendance 
11 hours 

11 hours 

Average costs  
Public schools maintain baseline 
position. Recalculate when non-
government provider data is 
available.  

No compulsory fees in public 
schools, a voluntary parent/carer 
contribution of up to $60 per annum 
per child is payable 

Average of disadvantaged children 
enrolled 

20.6% 20.8% 

Average of Indigenous children 
enrolled 

95% enrolled in kindergartens, 75% 
in public schools 

Maintained baseline rates (95%) of 
Indigenous kindergarten enrolment 
in 2009; Indigenous kindergarten 
attendance rate of 2009 is 80% 

Early childhood qualified teachers 470 in public schools 584 (including the non-government 
sector) 

 

 

 

                                                      
96

  Teacher’s qualification: kindergarten teachers must be members of Western Australian College of Teachers (WACOT), 
which requires a four-year degree, except for a transitional arrangement for existing teachers with 3-year degrees with 
experience. A range of qualification-types apply for early childhood.  The data reported here do not include actual data from 
non-government schools.  Non-government data here are based on projections calculated on the basis of public school 
teacher numbers and non-government school market share. 
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5.4 ACT 

5.4.1 Service delivery model  

The ACT has already implemented universal access to preschool services (for 12 hours per week) in 
government schools. According to the February 2009 ACT schools census, 90.8% (3,600) participated 
in government preschools and the rest in private schools.  

Table 14 – Early childhood services: types and characteristics in ACT 

Types Characteristics  

Government Public preschools are services delivered and funded by the ACT Government. 

Non-Government These include: 

 Community based, not for profit Preschools (and Long Day Care). Providers 
include churches, community groups 

 Non-Government School Preschools. Providers are registered non-government 
schools 

 Commercial Preschools (and Long Day Care). Providers are for-profit 
corporations, sole traders, individuals or entities 

 These services do not receive ACT Government preschool (or Long Day Care) 
funding. 

Preschool in LDC Long Day Care centres, offering a program delivered by a four year degree qualified 
early childhood teacher. 

Other Community managed services are currently defined to include ‘not-for-profit services 
provided or managed by parents, churches or co-operatives’.  

Private services are defined as ‘for profit services, provided or managed by a 
company, private individual, or non-government school’. 

The ACT Government provides 12 hours of preschool education for children in the year before they 
attend school. Children must turn four on or before 30 April to be eligible to attend. Sessions are either 
in a long day configuration (2 x 6 hour days) or a short day configuration (3 x 4 hour days). Not all 
preschool sites offer both types of programs.   

Each public school gives priority to the enrolment of children living in its Priority Enrolment Area (PEA). 
This may be one suburb, part of a suburb, or a group of suburbs. In some instances, certain suburbs 
may be included within the PEA of two public schools. 

There are no fees levied for preschool programs in ACT government schools. Fee information from 
non-government and long day care preschools is not currently collected. Data collection in these 
sectors may be considered under the Data and Information Capability Improvement Project.  

5.4.2 State funding 

The ACT Government invested to amalgamate existing preschools into public primary schools in 2007 
and has provided funding of $15.48 million to transform four existing school sites into early childhood-
appropriate facilities. 

The ACT government contributed $22 million to public school preschool education in 2009. This is on 
top of the Commonwealth funding of $13.2 million over the period of 2009/10 to 2012/13. ACT also 
agreed to allocate $400,000 to the Catholic Education Office to support the introduction of 15 
hours/week of preschool in some locations.  
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5.4.3 Data collection 

Data collection mechanisms  

 ACT February School Census: In February each year, the ACT Department of Education (DET) 
collects URL data from both public and non-government schools.  Preschool students are identified 
four-year-olds in the year before full time schooling. The Census is used extensively for monitoring 
growth, operation of services and assisting in policy formulation and planning.  

Data collection issues 

 Cross border enrolments: ACT preschools have significant cross border enrolments from NSW.  
In February 2010 the actual count of NSW residents enrolled in ACT preschools in both numerator 
and denominator will be added to the system.  Multiple enrolments in public and non-government 
preschool settings will also be resolved at this time. 

 Double counting: children can be enrolled at more than one preschool due to the sessional nature 
of the preschool services.  ACT maintains an identifier system for all school enrolments, including 
preschool.  However, it is possible that students may be double counted due to two schools 
assigning different identifiers, particularly as preschool is the first contact the child has with the 
education system.  ACT carries out validation checks involving sweeps for duplicate numbers and 
sweeps for duplicate names and dates of birth and resolves duplications as they are identified.  
Sweeps occur at least once every two months and especially before major reporting dates, e.g. the 
Schools census. 

 Counting Indigenous: it is not possible to determine with sufficient precision the total number of 
Indigenous children resident in the ACT to have full confidence in the denominator.  Hence the total 
Year Before Fulltime Time School (YBFTS) has been used instead.  This data does not include 
information concerning Indigenous preschool enrolments in settings other than public and non-
government preschools.  This point in time analysis does not give a clear picture of the fluid nature 
of the enrolments of Indigenous children or the general improvement in ACT Government preschool 
enrolments that occurs between the February Census and August Census.  Additional data may be 
provided to reflect these changes. 

 Missing data: no teacher qualification data or fee information is collected from non-government 
preschools. As part of the ACT teacher recruitment process, DET collects staff qualification data for 
ACT Public school teachers.  This information is held by the department’s Human Resource 
directorate.  However, at present it is not possible to link this information to the actual teachers 
delivering preschool classes.  

Data collection development 

 establishment of Data and Information Working Party (DIWP) and child care Sector Consultation 
Forum (SCF) 

 identification of  overlaps and gaps in current data sets  

 development of data collection implementation plan, including; 

 identification of any data or legislative requirements and a timeline for action 

 alignment of data reports and bilateral agreement  

 identification of ACT/NSW cross border issues 

 development of child care sector reporting mechanism 

 collection  of teacher qualification and fee information in non-government preschools 

 further investigation into collecting public preschool attendance data centrally using the same 
methodology and coding as used for school attendance through the ACT Data and Information 
Capability Improvement Project. 
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5.4.4 Primary outputs to date 

The ACT Bilateral Agreement and 2009 ACT Annual Report include the following outputs:  

 In 2009, four new and one existing preschool were able to implement 15 hour preschool programs 
and there were 195 children participating with capacity for 281 

 in 2010, children will be able to access 15 hours of preschool in another eight schools in suburbs 
with a high Indigenous or disadvantaged population.  

 the Archdiocese of Canberra and Goulburn Catholic Education Office established a preschool at 
Holy Family Preschool where 15 hours preschool per week is offered 

 the ACT Department of Education and Training offered an Early Childhood Graduate Certificate 
scholarship program – 15 teachers graduated in 2009 and a further 30 opportunities were offered in 
2010 

 training for 124 preschool assistants to obtain a minimum qualification of a Certificate III  in 
Children’s Services in 2010  

 establishment of the ACT Universal Access Governance Committee 

 development of the partnership between CEO and the Australian Catholic University ECE facility, 
with CEO financial support offered to students in an attempt to address workforce issues.  

Koori Preschool Programs 

Indigenous children in ACT are able to access Koori preschool programs for two years before fulltime 
schooling. This practice is supported by the ACT government in mainstream preschools and Koori 
preschool programs to enable a child to attend for up to 21 hours pre week (12 – 15 hours of regular 
preschool plus 9 hours of Koori preschool).  

5.4.5 Progress against Bilateral targets 

As indicated, ACT has already achieved effective universal access to preschool services for 12 hours 
per week in government preschools, but 13.7% of eligible students are enrolled in an ECE program that 
is available for 15 hours per week.  

Table 15 provides a picture of ACT ECE performance in 2009. 

Table 15 – Progress against 2009 benchmarks, ACT
97

 

Performance benchmark 2009 Target in Bilateral  Progress Stated in 2009 Annual 
Report 

Overall participation rates 94% 94% 

Enrolled in program offering 15 
hours/week 

13.7% 13.7% 

Average hours/week attendance 13 hours 13 hours 

Average costs  Free, maintain Free 

                                                      
97

  ACT only employs four year degree qualified early childhood teachers in government schools; however, the proportion of 
preschool teachers with early childhood qualifications is not known. The qualification of teachers in non-government schools 
is also no known at this time. Preschool in Long Day Care requires staff to have one of the following: a Diploma in 
Community Services (Children’s Services) or equivalent; a Bachelor of Early Childhood Education; or an equivalent 3 year 
full time tertiary qualification specialising in early childhood from a university; a recognised overseas equivalent of any of the 
above qualifications; the proportion of disadvantaged and Indigenous children enrolled an Early Childhood Education 
Program was reported as a share of all ACT preschool students enrolled, instead of as a proportion of all eligible 
disadvantaged and Indigenous children. 
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Performance benchmark 2009 Target in Bilateral  Progress Stated in 2009 Annual 
Report 

Average of disadvantaged children 
enrolled 

Maintain at or above benchmark 
(1.3%) 

1.7% 

Average of Indigenous children 
enrolled 

2.0% 1.9%
98

 

Early childhood qualified teachers 65% 77% 

5.5 Victoria 

5.5.1 Delivery model  

The Department of Education and Early Childhood Development is responsible for leading 
implementation of universal access in Victoria. Kindergarten in Victoria is partly funded by the State for 
four-year-old children in the year prior to commencing primary school (two years before grade one). 
Children attending kindergarten receive a developmentally appropriate program, planned and delivered 
by a qualified early childhood teacher for 10 hours per week. 

Kindergarten programs are delivered in a range of settings including long day care centres, community 
facilities, children’s hubs and schools. A range of organisations manage these programs, including local 
government, parent committees, schools, churches and private operators. 

The State makes a contribution towards the costs of kindergarten programs, with the balance coming 
from the parent or guardian. At baseline, the median weekly fee for preschool was $17.05 and the 
average was $30.08.  

It should be noted that Victoria has measures in place to improve universal access to kindergarten for 
disadvantaged children. The State currently offers free three-year-old kindergarten for children known to 
child protection. Health Care Card holders, along with some other families experiencing disadvantage, 
are entitled to the Victorian Kindergarten Fee Subsidy, which covers the cost of fees incurred within the 
non- long day care setting.  

5.5.2 State funding 

The Victorian Government provides per capita funding that meets part of the cost of program delivery in 
both stand alone and integrated settings. Some services operate in government run schools, but most 
are run by local governments and businesses. 

On 6 August 2009, the Minister for Children and Early Childhood Development announced $3.1million 
in planning grants of $50,000 to 31 metropolitan councils and 31 rural/regional council clusters, to 
support municipal planning in 2009/10. The Minister also allocated $450,000 over three years to the 
Municipal Association of Victoria (MAV) to support and coordinate the work. 

 

 

 

 

                                                      
98  The number of Indigenous children grew from 76 in the ACT February Schools Census 2009 to 116 in the ACT August 

School Census 2009. It can be confirmed that 2.8% would be a valid estimate that would reflect the increase during the year 
to 31 December 2009. However as the August 2009 Census does not collect information from non-government schools, the 
numerator and denominator cannot be adjusted equally and the ACT February School Census 2009 data was used. 
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5.5.3 Data collection 

Data collection mechanisms  

 State Preschool Census: this data is used to calculate the level of funding for kindergarten 
enrolments (per capita funding) and the number of children eligible to receive the kindergarten fee 
subsidy. Also includes information on teachers, program users, user satisfaction and service 
characteristics.  There are two data collections each year – one covering confirmed enrolments, 
actual attendance and subsidies and the second, anticipated number of children eligible for 
kindergarten and for fee subsidies. 

Data collection issues 

Victorian data is currently collected at the service provider level and only includes already aggregated 
child-level data. An attendance indicator is not currently reported, but attendance data is collected 
through a snapshot week in April and is included in the confirmed enrolments data collection. This data 
is being considered for its suitability as an attendance indicator. 

A limitation in reporting against the Indigenous indicator is the lack of a reliable annual estimate of the 
number of Indigenous children in the population in the year before school.  The population is estimated 
using the Australian Bureau of Statistics Experimental Estimates of Aboriginal and Torres Strait 
Islanders.  

Another limitation is with the data on hours per week of attendance as it is not clear that LDC services 
can disaggregate kindergarten specific hours from the other activities occurring within their service. 

During the negotiation of the bilateral agreement Victoria stressed that the SEIFA IRSD is a poor source 
of data for an annual measure of child/family disadvantage and that, as a matter of priority, a more 
appropriate measure should be developed. 

Data collection development 

 the Department is currently examining options for improved mechanisms for collection of data from 
kindergartens, including via online web tools 

 the Department implemented a corporate data warehouse in 2009 and kindergarten data is a 
priority data set for that 

 there are plans to begin collecting data from long day care centres.  

5.5.4 Primary outputs to date 

Seven priority action areas 

 Action 1 - municipal planning: each Council develops a plan to implement universal access in their 
community and submits a Capacity Assessment Report 

 Action 2 - optimising available places: optimise service and infrastructure use for four-year-old 
kindergarten, three-year-old activity groups and playgroups 

 Action 3 - access to 15 hours: work with organisations and service providers to develop possible 
models for delivering a 15 hour kindergarten program; pilot 15 hour program implementation at 6 
locations to determine effective and efficient strategies in a range of settings; raise the per-capita 
grant to support an increase in the average weekly teaching time by early childhood education 
teachers to support the move from a 10 hour to a 15 hour kindergarten program 

 Action 4 - trialling new approaches: trial innovative models of 15 hour kindergarten program 
delivery, including wrap-around care through access to the approved Child Care Benefit in stand 
alone kindergarten; these Commonwealth/Victoria joint trials will provide a national evidence base, 
available for application in all jurisdictions, for the implementation of universal access in subsequent 
years of reform 
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 Action 5 - improving access for vulnerable children: identify barriers and strategies to assist 
vulnerable children in coordination with home learning and parent support programs; develop the 
Indigenous Universal Access Strategy 

 Action 6 – infrastructure: grants issued to create new and modernise existing infrastructure, with 
priority allocation for vulnerable children  

 Action 7 – workforce: develop the Victorian Early Childhood Workforce Strategy, addressing 
recruitment and retention, qualifications and skills, and workforce integration; this will increase 
availability by ensuring that an ECE teacher is delivering an ECE program in all long day care 
centres.  

Victorian Early Childhood Workforce Strategy  

Released in November 2009, this strategy outlines a vision for the early childhood workforce: a highly 
skilled, professional early childhood workforce that supports the health, learning and development of all 
Victorian children. The strategy includes both short- and long-term actions to develop a workforce that 
can respond to current challenges in early childhood including universal access. To attract an adequate 
supply of qualified early childhood educators, employment incentives will be available to encourage 
early childhood teachers to work in hard-to-staff locations. 

A Qualifications Fund will also be made available to support existing staff in children’s services to 
upgrade their qualifications, including Diploma qualified staff to undertake an early childhood teaching 
qualification. A targeted promotional campaign will be undertaken to promote early childhood as a 
career of choice. 

Development of an online survey  

An on-line survey of licensed children’s services delivering a funded kindergarten program or a long day 
care service without a funded kindergarten program was conducted in November/December 2009. 
Results from the survey are currently being analysed to assist in the development of municipal plans for 
the implementation of Universal Access in each local government area in Victoria. 

The Victorian Early Childhood Development Advisory Group  

The Victorian Early Childhood Development Advisory Group provides a mechanism for consultation 
with and input form, the sector to support achievement of universal access. 

Victorian Early Years Learning and Development Framework 

Launched in January 2010, this Framework aims to enhance children’s learning and development from 
birth to eight years through collaboration between early childhood professionals and families. Shared 
professional learning opportunities for all early childhood professionals will be provided to support the 
implementation of the Framework. 

Children’s Capital Program 2009/10  

This program promotes integrated models of early childhood education and care. A key feature of 
integrated services is that a range of early childhood services are bought together, usually under one 
roof where practitioners work across agencies to deliver integrated support to children and families. 

During 2009-10, 23 grants totalling $4.6m were awarded to funded kindergarten programs to increase 
infrastructure capacity in order for children to have access to 15 hours of kindergarten in the year prior 
to school.  

Supporting Indigenous children 

Victoria will establish two Aboriginal Children and Family Centres to provide a dynamic mix of early 
childhood and family support services, including long day care, kindergarten for three and four-year-old 
Aboriginal children, visiting professionals such as maternal and child health nurses, counsellors, 
midwives and other programs including In Home Support, Koori Early Childhood Field Officers and 
Early Childhood Intervention Services.  
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5.5.5 Progress against Bilateral targets 

In its Bilateral Agreement, the Victorian Government has noted the unique challenges they face in 
meeting the goal of universal access:  

The recent devastating bushfires in Victoria, the global financial crisis, the ABC Learning 
collapse and delayed decisions around further investment in Early Learning and Care Centres 
(ELCCs) mean that original assumptions underpinning planning for the implementation of 
universal access will be tested. 

The implementation plan prepared in September 2008 assumed Commonwealth investment in 
65 Victorian ELCCs, continuing private sector growth at 8.31% per annum (as per the past 

seven years), and pre‐school utilisation of long day care places at 1.6 children per licensed 

place. The impact of testing these assumptions is significant.  

At 95.8%, Victoria has already exceeded the target performance indicator of eligible children enrolled in 
a preschool program, albeit at an average level of 11.8 hours per week. The challenge acknowledged 
by Victoria is to maintain these high rates of participation during a period of considerable population 
growth.  

The aim is to lift the average number of hours per week of attendance from the baseline position of 10 
hours to the universal access goal of 15 hours. At baseline, the proportion of children participating in an 
early childhood education program that is available for at least 15 hours was 6.5%.   

The combined impacts of the move from 10 to 15 hours per week attendance by 2013, maintaining 
strong three-year-old programs and considerable increases in population, means Victoria may 
experience capacity issues in its early childhood education labour force. Concurrently, Victoria must 
also increase the numbers of four-year trained teachers with early childhood education qualifications. 
Approximately 39% of teachers (806 teachers out of a total of around 2066) in State funded programs 
have at least a four year early childhood education qualification. This figure may be subject to change in 
light of the findings of the national workforce survey. The identified challenge is in recruiting or 
developing between 600-800 teachers to the four year equivalent.  

The participation of Indigenous children in early childhood education in the year before school is low 
relative to the total population: 64% enrolment rate for Indigenous children compared with 95.8% rate 
for all children.  

Table 16 shows Victoria’s progress against an indicative trajectory for 2009. 

Table 16 – Progress against indicative trajectory for 2009, Victoria
99

 

Performance benchmark 2009 Target in Bilateral  Progress Stated in 2009 Annual 
Report 

Overall participation rates Maintain participation at 95% or 
higher 

96.2% (enrolled) 

Enrolled in program offering 15 
hours/week 

10% 13.5% 

Average hours/week attendance 12 hours  11.8 hours (avg. excluding LDC) 

14.6 hours (avg. including LDC) 

                                                      
99

  Victorian data calculated using 2009 enrolment data, 2008 ABS ERP data and 2006 ABS SEIFA IRSED; Victoria reported 
as at April 2009, a total of 829 four year early childhood university trained individual teachers were employed across all 
State funded kindergarten services. As a teacher may work across different service providers, a breakdown of the number 
of individual teachers by service type was not possible. The Victorian Annual Report indicates that in 2009, 850 teaching 
positions existed; Victoria reported as at April 2009, a total of 829 four year early childhood university trained individual 
teachers were employed across all State funded kindergarten services. As a teacher may work across different service 
providers, a breakdown of the number of individual teachers by service type was not possible. The Victorian Annual Report 
indicates that in 2009, 850 teaching positions existed. 
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Performance benchmark 2009 Target in Bilateral  Progress Stated in 2009 Annual 
Report 

Average costs  Maintain the relative proportion of 
government (65%) and parent 
(35%) contributions for Victorian 
funded kindergarten programs in 
the year before school, 
recognising the effect of consumer 
price adjustments and other 
unavoidable impacts on service 
costs. 

Average weekly fee: $32.17 

Average of disadvantaged children 
enrolled 

91%  95.1% 

Average of Indigenous children 
enrolled 

64%  69.3% 

Early childhood qualified teachers 850 829 

5.6 South Australia (SA) 

5.6.1 Service delivery model 

In South Australia, the Department of Education and Children’s Services (DECS) is responsible for 
providing, licensing and sponsoring early childhood education and care services. Three hundred and 
eighty-eight government preschools are operated and staffed by DECS employees.  

There are 20 government funded preschool programs that are delivered in a non-government setting. 
They are provided through independent schools and independently incorporated providers. In 2009, 
15,864 children attended government or government funded early childhood education (approximately 
6%delivered by private or community providers).  

Table 17 provides an overview of the number of early childhood services by type.  

Table 17 – Number of Early Childhood Services by Type, June 2008–09 

Service 2008 2009 

Preschools 387 388 

Children’s Centres 7 7 

Integrated Centres 21 21 

Play centres 30 29 

Child Care Centres 299 329 

Family Day Care 13 13 

Rural Care 11 13 

Occasional Care 76 86 

Vacation Care 251 250 

Out of School Hours Care 332 329 

Learning Together @ Home 18 15 
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The average out-of-pocket cost to families using government and government funded preschools in 
South Australia in 2009 was $50 per term or $5 per week for 40 weeks of the year. The out-of-pocket 
cost for families using community preschools was $60. For families using private preschools the cost 
was $180.  

5.6.2 State funding 

The South Australian Department of Treasury and Finance estimate in their fourth Budget Paper that 
expenditure for preschool services in 2009-2010was $96.6m.

100
 This amount includes expenditure on 

the provision of early childhood education through preschools, and the grant funding of preschools 
through independent community organisations. 

5.6.3 Data collection 

Data collection mechanisms  

 Term 2 Preschool Staffing Data Collection: collect enrolment and attendance summary data over 
a two week reference period every term for staffing entitlement calculation purposes. This is done 
for all ages including early entry and children of school age between 3 and 5 years. Term two data 
is used for Commonwealth reporting. 

 Annual Census of Children’s Services: this is a paper-based collection to gather information on 
the services and participation in the sector. It covers the total number of staff working in government 
or government funded preschools and their qualifications. An estimate of four year qualified staff 
with an early childhood qualification is made based on the name of the certificate and historical 
records of the length of training required to complete a particular qualification based on the South 
Australian experience.  

Data collection issues 

The Annual Census of Children’s Services may include double counting on the number of staff as staff 
may work in more than one location during the reference week 

The current measure of disadvantage is a category ranking of preschools calculated annually to give an 
indication of the degree of social disadvantage and geographical isolation a centre might have. There is 
currently no child-based measure or indicator of disadvantage, as additional resourcing for 
disadvantage is provided to the preschool service, rather than at the child level. It has been suggested 
that a SEIFA-based measure of disadvantage could replace the preschool category ranking because it 
would provide a more accurate picture of the proportion of disadvantaged children enrolled in particular 
preschools. 

Currently South Australia employs a measure of enrolments combined with sessional attendance per 
week converted to hours, rather than actual hours of attendance to measure progress against NP ECE 
target, which could be misleading. 

Data collection development 

 The new Early Years System will be implemented as an operational information system, to be 
utilised by all government and government funded preschools. It will handle central electronic 
reporting of enrolment and attendance data at the unit record level utilising a unique student 
identifier.  This will eliminate the potential for double counting of children and will comply with the 
Childhood Education Unit Record Collection National Minimum Data Set. The Early Years System 
will allow actual hours of enrolment and attendance will be collected at the child level. 

                                                      

100
  Government of South Australia, 2010, ‘2010-2011 Portfolio Statements: Budget Paper 4 Volume 3’, 

http://www.treasury.sa.gov.au/dtf/budget/publications_and_downloads/current_budget.jsp?  

http://www.treasury.sa.gov.au/dtf/budget/publications_and_downloads/current_budget.jsp
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 The new ‘Early Years System’ may be available to non-government providers in time. However, 
they cannot be compelled to use the system and it is not possible to predict uptake.  The availability 
of data for non-government preschool providers cannot be guaranteed by the department. 

 It should be noted that there has also been a move to one set of data collection for future reporting. 
Currently, DECS uses a combination of the Term 2 Preschool Staffing Data Collection with the 
Annual Census in August for reporting purposes. From 2011 when all government funded 
preschools are using the Early Years System, it is proposed that all reporting to meet 
Commonwealth and State requirements will be from the Annual Census of Children’s Services. 

5.6.4 Primary outputs to date 

The South Australia Bilateral Agreement and 2009 South Australia Annual Report include the following 
outputs.  

 planning is underway to begin delivering 15 hours of preschool education in the existing system of 
government funded preschools in areas of high disadvantage and Indigenous populations (roll out 
to 136 DECS funded preschools – 30% – for 2010) 

 work in partnership with the University of South Australia to provide a customised post graduate 
Bachelor of Early Childhood Education (In-service) program to increase the number of preschool 
teachers employed in government funded preschools who are four year university qualified; thirty 
nine early childhood teachers from government funded preschools have been awarded 
scholarships and will commence the program in March 2010 

 a Stakeholders Advisory Committee has been established to provide advice on key policy issues in 
relation to achieving the deliverables  

 the new ‘Early Years System’ will be implemented as an operational information system to provide 
central electronic reporting of enrolment and attendance data at the unit record level utilising a 
unique student identifier 

 the Childhood Education Unit Record Collection National Minimum Data Set is currently in 
development with full scale implementation expected in 2011 

 public information sessions about Universal Access to Early Childhood Education were held in 18 
locations across South Australia during a five week period from 27 October 2009 to 1 December 
2009 

 two models of service delivery are being used in the Universal Access to Early Childhood Education 
Trial; one model will increase the current service provision from 11 to 15 hours per week in existing 
preschools while the second model will support the needs of children in child care centres and the 
non-government school preschool sites who are unable to access a preschool program. 

5.6.5 Progress against Bilateral targets  

South Australia was not able to meet all of its 2009 targets, but did hit or exceed those relating to 
enrolment of disadvantaged and Indigenous children.  The unmet performance benchmark of 300 FTE 
teachers is because of the introduction of a more definitive four year early childhood teacher 
qualification to the census staff qualification codes. Previously, the annual census only provided for 
Bachelor of Teaching (Early Childhood) and Bachelor of Education (Early Childhood) as qualifications 
that could be selected, without specification of the length of the qualification. The slightly lower 
proportion of four- year- old children enrolled and receiving 15 hours per week of early childhood 
education is attributed to the delay of sign off of the National Partnership Agreement on Early Childhood 
Education. It is likely that SA would have significantly exceeded the performance indicator if 
implementation was in Term 2 2009 instead of Term 1 2010.  

Table 18 provides a picture of SA ECE performance in 2009. 
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Table 18 – Progress against 2009 benchmarks, SA
101

 

Performance benchmark 2009 Target in Bilateral  Progress Stated in 2009 Annual 
Report 

Overall participation rates 88% 84.5% 

Enrolled in program offering 15 
hours/week 

2.6% 2.3% 

Average hours/week attendance 11 hours 11.1 hours 

Average costs  Current average weekly $5 per 
week for forty weeks  

Remains to be $5 per week  

Average of disadvantaged children 
enrolled 

23.3% (proportion of all children 
enrolled)  

26.3% 

Average of Indigenous children 
enrolled 

100 %  100% 

Early childhood qualified teachers 300 FTE teachers 225 teachers (head counts) 

5.7 Tasmania 

5.7.1 Service delivery model 

The compulsory age for starting school in Tasmania is five years at which time children are enrolled in 
preparatory. Children can be enrolled in kindergarten if they turn four years old by 1 January of the year 
of enrolment (which is non-compulsory).  Provision is made for early entry enrolment of children into 
kindergarten on the basis of mobility and giftedness.  

Early childhood education is provided in the following settings:  

 government kindergartens are programs delivered and funded through the Tasmanian Department 
of Education and are part of government schooling and governed by the Education Act. 

 non-government school kindergartens are programs delivered by non-government schools 
registered with the Schools Registration Board under the Education Act. 

 Kindergartens in child centres are registered with the Schools Registration Board under the 
Education Act. Currently one centre is registered. 

In Tasmania, a kindergarten can only operate in a registered school and whilst all registered schools 
are currently not-for-profit, for-profit services can be registered (although they cannot receive the 
government subsidy).  

Currently, 75% of children attend preschool programs in government schools. Levies in government 
schools can be up to $190 per annum, but where a family qualifies for the Student Assistance Scheme 
(STAS), no levy is charged. 

About 25% of children are enrolled in non-government preschools where fees vary from $0 to 
approximately $7,500 per year. Fees at individual schools vary also for individual children because of 
the Child Care Benefit, family discounts and other subsidies. 

 

 

                                                      
101  Figures do not include non government-funded preschools. 
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5.7.2 State funding 

Tasmania funds government schools to provide 10 hours of kindergarten and provides a subsidy to all 
current non-government kindergartens (including those registered in child care settings) on a per capita 
basis. 

5.7.3 Data collection 

Data collection mechanisms  

 Tasmania conducts a school census twice each year in government schools: the third Friday after 
school begins each year (usually the last Friday in February) and the first Friday in August each 
year (the census used for all official reporting).  

 The only government conducted collection period for non-government schools is in August, for 
State resourcing purposes and the only relevant information collected is enrolment numbers.   

In addition, Tasmania measures performance of kindergarten and prep students against a series of 
indicators:  

 Readiness for school - this measure is the percentage of kindergarten students achieving all 21 
markers of the Kindergarten Development Check (KDC) by the end of the year (the KDC is an 
assessment administered by Kindergarten teachers during first and third term for the early 
identification of Kindergarten students at risk of not achieving expected developmental outcomes in 
three areas—physical, social and cognitive) 

 Early literacy and numeracy - this measure is the percentage of prep students achieving a set 
score by the end of the year (the score is determined using the Performance Indicators in Primary 
Schools (PIPS) test, which is an assessment of early literacy and numeracy). 

Data collection issues 

 The enrolment figure only relates to eligible children, i.e. those who turn four by 1 January and who 
do not delay entry by one year; this is not a true reflection of enrolment as there are always some 
younger and older enrolments with very few repeat students.   

 As outlined in the Data Capability Report, the source for the proportion of Indigenous children is the 
national preschool census, which counts government and non-government enrolments. There are 
significant issues with such a small number of students using the ABS estimates.  The figure 
provided is derived from the 2008 national preschool census. The baseline figure was calculated 
from the same source but using 2007 data.  The 2009 data is not yet released. 

Data collection development 

 Implementation of a data administration system to collect data on individual students to report 
against the Bilateral Agreement performance measures 

 Provide annual attendance data disaggregated by disadvantage and Indigenous children 

 Develop databases and business processes within DoE, non-government schools and LDC to 
collect and report accurate data as part of DEEWR-funded Data Capabilities Project; as part of this 
project it would be possible to conduct Tasmania’s own Workforce Survey for 2010 and to include a 
section on early childhood qualifications 

 Implement a new School Administration System in all government schools to record sessional time 
and hours in government kindergartens with availability from 2011 (current government SACS 
system procedures were upgraded to collect attendance in 2010).  

5.7.4 Primary outputs to date 

The Tasmania Bilateral Agreement and 2009 Tasmania Annual Report include the following outputs:  
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 during 2009, 31 government schools, 11 Catholic schools and 1 Independent school were funded to 
provide the additional 5 hours/week of kindergarten 

 work has begun on developing a database to record attendance of kindergarten children in 
government schools, which will enable accurate reporting of this information (in time for ECEC 2010 
data reporting) 

 government school resourcing is currently being reviewed and a model for funding kindergarten will 
be proposed where the additional 5 hours/week can be funded from the Commonwealth’s 
commitment and the program will meet the National Quality Standards 

 continue to have Ministerial Child Care Advisory Council and departmental Early Years Reference 
Group meetings where early childhood education matters can be discussed as necessary 

 given Tasmania’s high participation rate, the focus will be on improving educational outcomes for 
children, which will be measured through the Kindergarten Development Check and the 
Performance Indicators in Primary Schools assessment  

 initiatives to increase the enrolment and attendance, especially for children experiencing 
disadvantages and Indigenous children:  

 Five State child and family centres are anticipated to be under construction before the end of 
2010, with the first to be opened in January 2011

102
 

 Launching into Learning (LiL) continues in 104 government schools  

 set up Aboriginal Early Years Liaison Officers (AEYLOs) 

 link government programs with other non-government organisations such as Good Beginnings, 
Play Group Tasmania, local child care providers and Neighbourhood Houses as well as in 
Launceston with the Home Interaction Program 

 ongoing infrastructure assessment and potential solutions are being investigated to ensure that all 
schools will be able to offer the additional hours 

 the University of Tasmania is preparing course options for those four-year qualified early childhood 
teachers without an early childhood qualification who wish to (continue to) teach in kindergartens.   

5.7.5 Progress against Bilateral targets 

While Tasmania currently has a 96.5% enrolment rate in an early childhood program, it faces the 
challenge of increasing the hours per week from an average of 10 to the required 15; the March annual 
report however shows that23% of the eligible population is accessing 15 hours per week (as highlighted 
in Table 19).  In addition, it appears that the rate of Indigenous enrolment is slightly less than the 
desired proportion of 6.7%.

103
 

Other challenges are primarily in terms of data collection; that is, Tasmania currently cannot report 
‘attendance’ figures, the number/proportion of ‘early childhood qualified’ teachers or fees for non-
government schools.  It is also the case that the data on the Indigenous population and kindergarten 
enrolment may be shaky, compounded by the issue of small numbers making trend analysis difficult. 

Table 19 provides a picture of Tasmania ECE performance in 2009. 

                                                      
 

103  For ‘Indigenous children enrolled’, the baseline denominator used the 2007 ABS estimation, but the  denominator used the 
2008 data. There was a big difference so the proportion went down. Note also that the intent was to measure what 
proportion on the four-year-old Aboriginal population is enrolled in kindergarten, therefore 6.7% is not a rate, but rather a 
share of the four-year-olds Tasmanian cohort (both Indigenous and non-Indigenous) that identified as Aboriginal. 
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Table 19 – Progress against 2009 benchmarks, Tasmania
104

 

Performance benchmark 2009 Target in Bilateral  Progress Stated in 2009 Annual 
Report 

Overall participation rates 97.5%
105

 96.5% 

Enrolled in program offering 15 
hours/week 

21% 23% 

Average hours/week attendance 11.1 hours 11.78 hours 

Average costs  A small levy (currently up to $210 
pa) with reduced or no costs for 
low income families 

A small levy (currently up to 
$210 pa) with reduced or no 
costs for low income families 

Proportionof disadvantaged 
children enrolled 

36.8% 36.8% 

Proportionof Indigenous children 
enrolled 

5.8% 5.5% 

Early childhood qualified teachers 355 351 

5.8 Northern Territory (NT) 

5.8.1 Service delivery model 

A significant proportion of children in the Northern Territory are Indigenous and living in remote 
communities. The number of preschool-age children will grow considerably over the next ten years.

106
 

The increase in the number of children may impose pressure on the existing physical facilities and their 
capacities.  

Schooling prior to a child turning six is not compulsory. The Northern Territory age of entry 
requirements for enrolment in pre-compulsory schooling are: 

 Preschool – Children turning four on or before 30 June are eligible to enrol in a regular preschool 
program at the commencement of the school year. Children turning four after 30 June are eligible to 
enrol after their birthday in a preschool program if places are available and with the understanding 
that the child will access more than 12 months of preschool. 

 Transition – Children turning five on or before 30 June are eligible to enrol in a transition program at 
the commencement of the school year. Children who turn five after 30 June are eligible to enrol in a 
transition program from the commencement of the following school year. 

 Remote schools – In remote schools, children may be enrolled as they turn three years of age, 
however they need to be accompanied by an appropriate community member who will remain with 
them for the preschool session. They need to be accompanied until they reach 3 years, 6 months of 
age. 

                                                      
104  Lack of clarification of the measure ’15 hours per week’, could be 15 hours of provision on site including breaks or 15 hours 

instruction; while the baseline position in the Bilateral was 97.5%, when the DCR was prepared Tas was required by 
DEEWR to update the denominator which meant that the baseline became 96.5%, but the Bilateral could not then be 
altered; in Tasmania, all teachers are at least four year university trained; however, this does not distinguish whether they 
are early childhood qualified.    

105  This baseline figure was revised as part of the DCR process and therefore theoretically should be 96.5%. The 2009 target 
(and following targets) were to maintain the baseline, therefore using the DCR figure we have maintained the baseline, but 
using the original and incorrect figure in the Bilateral we have not. 

106  NT, Early Childhood Services Audit, May 2009 
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The NT Department of Education and Training (DET) is responsible for providing policy advice, 
standard setting, monitoring and financial assistance to promote children’s early learning and 
development.  

The following provides an overview of the service delivery model in Northern Territory:  

 The Northern Territory Government delivers and funds preschool services, which are incorporated 
within registered Government schools 

 non-government preschool programs are delivered by Northern Territory registered non-
government schools, which consist of Catholic remote schools and other registered Christian and 
Independent schools 

 the Northern Territory Government does not provide long day care services, but DET monitors and 
supports 80 licensed long day care and three-year-old kindergarten services with both operational 
($3.5 million) and capital works ($160,000) funding.  

 there are currently no community-run organisations providing preschool services 

 government preschools are free of charge 

 currently 95.5% of enrolments are in non-fee paying government and Catholic remote preschools 

 data is not collected for other non-government providers. 

5.8.2 State funding 

No State funding information provided in all available data sources.  

5.8.3 Data collection 

Data collection mechanisms  

 Age/Grade Census: annual collection of data on all children enrolled in preschool programs 
including data disaggregated by age, individual year level and gender for Government and Non-
government schools.    

 Enrolment and Attendance Collections: number of preschool student attendance days over a 
four week period of each collection. Data is collected in Week 4 and Week 8 of each term (four 
terms per year); although data are not captured at individual year or age level, they can be 
disaggregated by preschool/primary/secondary enrolments and by Indigenous status; both 
government and non-government schools participate in the collection.     

 Early Childhood Workforce Survey: covers teachers delivering dedicated preschool programs in 
NT government and non-government schools, who are four year university trained and EC qualified.  

 While the Age Grade Census is a snapshot of the school on a particular day, the Enrolment and 
Attendance Collections provide a picture over a period of time. 

Data collection issues 

There are multiple challenges in terms of data collection:  

 no classification of ‘disadvantaged’ in annual Age/Grade Census 

 no data available on preschool programs being delivered through the non-government/private long 
day care services 

 lack of accurate counting of highly mobile populations such as students in remote and very remote 
locations, especially Indigenous children 

 considerable undercounting and over counting of preschool enrolment and attendance; double 
counting of children enrolled in more than one preschools 

 no distinction in attendance to show whether children only present part of the session. 
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Data collection development 

It is envisaged that data about students attending approved preschool programs in long day care 
centres and staff information will be collected through an online system yet to be developed as part of 
the Data and Information Capability Improvement Project. 

Data has been disaggregated to report the proportion of disadvantaged and Indigenous children 

enrolled in and attending early childhood education programs.  

5.8.4 Primary outputs to date 

The NT Bilateral Agreement and 2009 NT Annual Report include the following outputs:  

 funding of one mobile service in Top End Group Schools, covering five sites with a total of 30-35 
children enrolled - one additional mobile service funded and operating by 2009 

 support non-government long day care services to ensure preschool programs are delivered by a 
four-year qualified teacher through either funding support for employment, transport arrangements 
or out posted teachers from nearby government schools 

 maintain existing four-year university training policy and progressively increase the proportion of 
teachers who are four-year trained through workforce replacement and qualification upgrading 

 develop costed system-wide implementation plan to roll out 15 hours kindergarten, testing different 
models with 4-5 schools and 200-250 students 

 sustain non-fee paying basis for remote Catholic and government preschools 

 improve access to Indigenous and disadvantaged children by geo-location and initiatives to improve 
access to participation and attendance in preschool programs - a Territory-wide plan with costed 
models of delivery in remote communities and town camps in July 2010.  

5.8.5 Progress against Bilateral targets 

The Northern Territory was able to meet virtually all of its 2009 targets with the exception of overall 
participation rates. The explanation of the drop in enrolments is due to the removal of three-year-olds in 
the non-government school sector from data collection.  On the positive side, there has been a 
significant increase in the proportion of children enrolled in an ECE program that is available for at least 
15 hours per week.  

Table 20provides a picture of NT ECE performance in 2009. 

Table 20 – Progress against 2009 benchmarks, NT
107

 

Performance benchmark 2009 Target in Bilateral 
Progress Stated in 2009 Annual 
Report 

Overall participation rates 89% 84.2% 

Enrolled in program offering 15 
hours/week 

0% 27.9% 

Average hours/week attendance 12 hours 12.9 hours 

Average costs Maintain non-fee paying basis for 
remote Catholic and government 

Maintained  

                                                      
107  ABS estimated resident population data at the level of smaller geographies (postcodes, SLAs, LGAs) can not be taken at 

face value with the potential for undercounting of rural and remote persons, particularly Indigenous; measure of disadvantage 
highly questionable in terms of accuracy; some preschools may not be captured because they are not registered with NT 
government. 
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Performance benchmark 2009 Target in Bilateral 
Progress Stated in 2009 Annual 
Report 

preschools. Recalculate when non-
government data is provided. 

Average of disadvantaged children 
enrolled 

37.5 % 42.4% 

Average of Indigenous children 
enrolled 

38.8% 38.9% 

Early childhood qualified teachers 36% of teachers are four-year 
university trained and EC qualified 

42.3% 

From 2009 NT Annual Report, the following challenges and barriers have been identified to 
implementation of Universal Access, especially for the remote and Indigenous communities:  

 housing infrastructure for teachers is a significant barrier to establishing programs in remote and 
very remote locations 

 an ‘overload’ effect resulting from multiple initiatives aimed at schools and local Indigenous 
communities 

 insufficient funding for the project, particularly in the initial years but also recognising the much 
greater cost of providing programs to remote areas 

 concerns of stakeholder organisations with regard to the impact of increased hours on staff 
conditions 

 meeting the expectations of the non-government sector regarding increased funding for preschool 
provision 

 the transient nature of sections of the Indigenous population, particularly in homelands and 
outstation communities, makes regular delivery of preschool programs difficult 

 recruitment of sufficient four-year trained early childhood qualified early childhood teachers to meet 
demand.  
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6 Summary and conclusions 

6.1 Overview 

Early childhood education in Australia is undergoing a major transformation as a result of the 2008 
agreement through COAG to ensure ‘all children in the year before formal schooling will have access to 
high quality early childhood education programs delivered by degree-qualified early childhood teachers, 
for 15 hours per week, 40 weeks of the year, in public, private and community-based preschools and 
child care.’ Until the National Partnership on Early Childhood Education came into effect, Australia’s 
investment in ECE has been ‘abysmally low,’

108
 30

th
 out of 32 countries on the OECD ranked 

expenditure on ECE as a percentage of GDP in 2005.
109

 

In part, this substantial policy shift grows out of the wealth of research indicating that children’s brains 
undergo the most rapid development during the first five years, reaching the peak of learning potential 
at about 8 years of age. This research also confirms what many early childhood teachers have believed 
for a long time: that the development of non-cognitive skills are as, if not more, important than literacy 
and numeracy in the early years.  Holistic child development involves social competence, the ability to 
communicate and understand feelings (yours and others), curiosity, creativity, imagination, 
perseverance and meaningful relationships with adults, all in dynamic interaction. 

The positive results emerging from evaluation of intervention studies might be the critical driver behind 
the current interest in ECE.  Programs developed and delivered primarily in Western developed 
countries (eg, US, New Zealand, Canada, UK) have demonstrated time and time again that early 
intervention with high quality ECE can improve overall child development, the transition for formal 
schooling and achievement throughout school and over the entire life course.  These studies have 
shown that not only do individual children benefit from ECE, but so does society in the huge cost 
benefits of reduced welfare and criminal justice spending and increased productivity, workforce 
participation and tax revenues. 

What we know for certain is that, in general, early childhood education is associated with positive 
development across the full range of social, cognitive, physical and emotional domains.  What we are 
still trying to better understand is the kinds of pedagogy, quality of relationships, content of curricula and 
other factors that are the most important in producing the best outcomes for children. 

The results of this accumulated research and the resulting policy decisions are a plethora of early 
childhood education and care programs from traditional to quite innovative, varying from one jurisdiction 
to another and within individual jurisdictions. There is a great deal of experimentation going on to test 
the best ways to help all children maximise their potential throughout the life course.  

All of this activity produces an exciting, if changeable, context in which to evaluate the outcomes of the 
NP ECE.  Not surprisingly, there are a number of challenges to be addressed is discussed next. 

6.2 Evaluation challenges 

Arguably, the chief challenges have to do with the limitations of the data, an issue that Commonwealth 
agencies and other stakeholders continue to wrestle with as the data inputs of eight jurisdictions, each 
with its own historically and system determined approach, are drawn together. It is these and other 
challenges described in this section that have been considered in developing the evaluation framework 
and planning for evaluation activity over the initial stage of the NP ECE. 

                                                      

108
  Dowling, A & O’Malley, K 2009, ‘Preschool Education in Australia’, Policy Briefs, viewed 17 June 2010, 

<http://research.acer.edu.au/policy_briefs/1>. 

109 
 OECD, 2008, Education at a Glance 2008, Paris. 
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6.2.1 Limitations of the data 

There is broad acknowledgement that there are significant limitations to the current data: its coverage, 
the way it is collected and when it is collected. Some of these issues were touched upon in Section 
1.6.3.  However, the Commonwealth, States and Territories are working closely with the ABS and AIHW 
to bring national consistency and coherence to the ECEC data, in general, and with regard to assessing 
progress in achieving the agreed outcomes in the NP ECE, in particular.  One description of the early 
childhood education sector captures the situation in these terms

110
: ‘The sector is inherently complex 

due to the fact that attendance is non-compulsory and children can be enrolled in more than one 
setting. ECE data as a whole in Australia have been described as confusing, with the sector containing 
a serious lack of national comparability and having ‘orders of magnitude’ more complex than schooling.’ 

The primary difficulties are described below. 

Matching data needs 

While there are a number of highly relevant and useful data sets, there is in some areas a lack of 
alignment between data needs for the evaluation and available data sets. In other words, existing data 
sets may not be capable of answering all the key evaluation questions posed in the evaluation 
framework. In particular, gaps exist in relation to measuring affordability, quality and broader outcomes 
for children and families. 

This is because the original purpose of most of the States and Territories’ administrative collections was 
to fund and manage preschool service delivery. The focus was not on the child as a statistical entity but 
rather on levels of service that needed to be funded, monitored, assessed and controlled for quality. 
Counts of children were made (often at an aggregate level) to determine levels of funding, or staffing, or 
resourcing. The National ECEC Data Collection that is being implemented in 2010 aims to shift the 
focus to the child. As such it is expected that more useful data for evaluation purposes will become 
available as the National ECEC Data Collection evolves and develops. 

Data set inconsistency 

Historically, each of the States and Territories have collected data relating to service provision, resulting 
in different collection methodologies and frames across the jurisdictions. Since each State and Territory 
is at a different starting point of developing their ECEC collection, the data jurisdictions are able to 
provide to ABS for the compilation of the National ECEC Data Collection are not necessarily consistent 
with the ECEC NMDS.  

Also to ensure the compilation of nationally consistent and comparable data for the purpose of the 
National ECEC Data Collection, a unit record level (URL) methodology has been foreshadowed. Under 
the National Information Agreement on Early Childhood Education and Care jurisdictions have agreed 
to developing the capability for collection and reporting ECEC information at the unit record level 
(discussed under section 2.3). URL data allows greater reliability in the data, and scope for matching 
data across datasets to eliminate double counting within and across sectors. However, in 2010, half of 
the jurisdictions used an aggregate methodology (which collects teacher and organisational information 
only). As indicated earlier, all jurisdictions are working towards implementing a URL methodology in the 
future, hopefully for the 2011 collection.  

Varying definitions also affect data consistency.  One of the most striking examples is the way 
‘disadvantaged’ children are identified, which varies greatly across jurisdictions. Another example is the 
age reference points used across jurisdictions, which range from age at 30 April (Victoria), age at last 
birthday (SA) and age at 1 July (all other States/Territories). 

In summary, at this point there are multiple areas of inconsistency between the jurisdictional data 
collections which make comparison difficult. However with the ABS’ work in developing the National 
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 Dowling, A & O’Malley, K 2009, ‘Preschool Education in Australia’, Policy Briefs, viewed 17 June 2010, 

<http://research.acer.edu.au/policy_briefs/1>. 
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ECEC Data Collection, the gaps and inconsistencies have been identified and a number of States and 
Territories are beginning to address these in their data collection methodologies.  

Timing of data collection and data releases 

Another limitation is the timing of data collection and the release of results. For the National ECEC Data 
Collection to be truly comparable across jurisdictions, it is necessary for all jurisdictions to have a 
consistent and comparable census date and reference period. For the first year of the collection (2010), 
this has not been achieved. Therefore the ECEC data for 2010 is not comparable across all 
jurisdictions. This is a key data collection issue that is expected to be resolved for the 2011 National 
ECEC Data Collection. 

As data becomes available it will be considered in the evaluation, for example the National Preschool 
Census (NPC) is likely to be available in mid 2011, and will be utilised in reporting at that time.  

In other areas, the data items, collection mechanisms and systems are still in a developmental stage. 
For example, there may be relevant data that relate to quality of ECE services generated from the 
implementation of the National Quality Framework (through the National Quality Agenda Information 
Technology System – NQA ITS), but the processes for collecting and reporting data are not yet 
finalised. Due to the very tight delivery timeframe and funding for the NQA ITS, scope is being closely 
managed to support only legislative and regulatory requirements in the initial delivery.  However, during 
the design phase of the project, due care is being taken to ensure that the NQA ITS is flexible enough 
in its design to facilitate expansion in future years. 

The evaluation framework is structured in such a way as to accommodate changes as they occur and it 
is envisaged that the framework will need to be updated as the NP ECE progresses and developments 
and improvements are made to the National ECEC Data Collection. 

Coverage of preschool in child care 

From 2011, preschool data will be included in Child Care Management System (CCMS) data collection 
and will form part of the National ECEC Data Collection. The CCMS has full coverage of all approved 
child care services within Australia. It is the mechanism by which the Commonwealth’s Child Care 
Benefit (CCB) is managed and also provides information on child care supply and usage. However, the 
ABS recognises that, ‘even with the inclusion of CCMS, the 2011 collection still may not achieve a full 
coverage. This is because there is currently no collection coverage for centre-based child care services 
which are not approved for the purposes of receiving CCB payments or in receipt of State or Territory 
funding for providing preschool programs. Preschool services being conducted in a registered non-
government school may also fall out the ECEC collection in some jurisdictions depending on the 
legislative requirements and funding arrangements.’

111
 

Evidence of broader outcomes 

There are considerable data gaps in relation to the broader impact of the initiative on children’s learning 
and social and emotional outcomes. For example, AEDI data (which cover physical health and 
wellbeing, emotional maturity, social competence, language and cognitive skills and communication 
skills and general knowledge) are available for one year only and it is unclear whether data collection 
will continue.  Even if it does continue, the reliability of the data is questionable given the fact that the 
data are derived from small community-level samples.  

NAPLAN data, another potential source of information about outcomes, are highly limited, not collected 
until Year 3 and not particularly useful to causal analyses given the intensive investment in literacy and 
numeracy initiatives from other sources.  

School entry assessments are undertaken inconsistently, with varying methodologies, approaches, 
timing and levels of formality in the collection both across the jurisdictions, and within jurisdictions, as 
well as variations in the way results are reported.  
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The Longitudinal Study of Australian Children (LSAC) may provide some interesting insights as it 
follows cohorts of babies and young children for many years. As described in Growing up in Australia: 
The Longitudinal Study of Australian Children is now walking and talking

112
: 

The LSAC study aims to shed light on the development of the current generation of Australian 
children, and to investigate the contribution of the children’s social, economic and cultural 
environments to their adjustment and wellbeing.  More specifically, it seeks to improve 
understanding of the complex interplay of factors that foster or impede health early childhood 
development, to identify opportunities for early intervention and prevention in policy areas 
concerning children, and to inform the policy debate in general.  The study enables an examination 
of the impact of early experiences on later development, and the mapping of the diverse pathways 
followed by children as they develop.  It also helps to determine the opportune times for the 
provision of services and welfare support and to identify the long-term consequences of policy 
changes. 

Further investigation will reveal how useful LSAC results might be to the evaluation. However, at 
present there are limited data sets that might be capable of providing evidence for impacts that go 
beyond the direct achievement of stated NP ECE outcomes. 

6.2.2 Measuring outcomes - how far can we go? 

The difficulties associated with measuring the broader cognitive, social, behavioural and other 
outcomes of ECE for children and for their families are well recognised. In the long term, how do we 
know what impact the ECE experience has had on a child’s cognitive and social development? How do 
we measure outcomes when there are no consistent measures across States and Territories, and 
across school systems in the first year of schooling? What attribution can be made to ECE of identified 
outcomes without a randomised control design? In their literature review of outcomes in ECE, Mitchell, 
Wylie and Carr (2008) conclude

113
: 

… like other aspects of education, it is difficult to isolate the impact of ECE, or to be conclusive that 
ECE alone has ‘caused’ outcomes for learners and parents. The factors that contribute to children’s 
development over time are manifold, making it impossible to include all of them in any one study. 

For example, longer term, a population-wide, independent measure such as NAPLAN can be used to 
determine literacy and numeracy levels. However, results that are relevant to the NP ECE would not be 
available within the lifespan of the NP ECE evaluation (the first relevant results would be for the 2015 
Year 3 cohort). Moreover, isolating the impact of ECE on the literacy and numeracy achievement of 
children four years into compulsory schooling would be impossible because of the multitude of other 
factors (eg, curricula, programs, interventions) that influence these outcomes once children start school. 

So what can we measure in terms of the outcomes of universal access to ECE? 

One approach is to draw on the findings of number of credible studies, and not rely on the results of any 
one study or data set. As Mitchell, Wylie and Carr (2008) conclude: 

In short, there is no perfect study in this area (nor is there ever likely to be one). Thus it is important 
to consider a range of studies together, and build connections between the findings of different 
studies with different designs, focus, and groups involved.

114
 

Studies such as E4Kids and LSAC may provide some useful inputs in this area.  So might the 
longitudinal studies from the U.S. and the U.K. as they identify relationships between preschool factors 
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and children’s developmental outcomes.  Given that some of these studies are using control groups, 
relatively rigorous causal analyses may result, which would inform the work of the NP ECE Evaluation. 

The other approach that will be utilised is to seek measures of the research-identified success factors 
for ECE – the factors that are known to make a difference to child outcomes. These are identified in the 
evaluation framework and include the quality of education and care, teacher quality, affordability, 
duration and hours of attendance. The rationale for this approach is that if positive outcomes can be 
identified in relation to these factors, then de-facto positive outcomes of ECE can be deduced. 

6.2.3 Measuring quality 

The quality measures within the NP ECE are the most pertinent to this evaluation, including for 
example, the requirement for four-year trained teachers. 

The new National Quality Standard (NQS) for Early Childhood Education and Care and School Age 
Care will be applied to all long day care, family day care, outside school hours care services and 
preschools from 1 January 2012.  

Following an initial trial of the new rating process, approximately 200 services (including long day care, 
family day care, outside school hours care and preschools) will undergo voluntary assessment using 
the NQS by November 2010. This is to assist with the further refinement of the assessment and ratings 
processes to support implementation by January 2012.  

Under the NQS, services will be assessed against seven quality areas, within which sit a number of 
elements. The seven quality areas are: 

 educational program and practice 

 children’s health and safety 

 physical environment 

 staffing arrangements, including staff-to-child ratios and qualifications 

 relationships with children 

 collaborative partnerships with families and communities 

 leadership and service management. 

The assessment and rating process is still being developed, but is likely to include a Quality 
Improvement Plan submitted by each service, observations of the service through a visit, consideration 
of information held by the regulator regarding compliance history and discussion with the Director/ 
Supervisor and/or the provider of the service. Following the assessment, a service will be advised of its 
rating in each of the seven quality areas and its overall rating. 

The NQS is underpinned by the Early Years Learning Framework (EYLF) – Australia’s first national 
framework to guide educators of children aged 0-5 years. As such, the NQS process appears to have 
great potential for quantifying ECEC quality in the future. For example, indicators might include the 
number/proportion of services that meet, exceed and fall below the NQS. However, this information 
would not be available until late 2012 at the earliest, as implementation will only commence in January 
of that year. This means that monitoring of changes over time will only be able to use 2012 as a 
reference point. 

6.2.4 Impact of the 18 Month Review  

Another challenge in this highly dynamic context is the potential findings and impact of the 18 Month 
Review. The Review will report on issues such as the adequacy of funding and reasonableness of 
timelines and may result in renegotiation of some elements of the bilateral agreements, thereby 
influencing the whole NP ECE. The scope of the Review’s recommendations is unknown at this stage 
and it may emerge that the initiative is modified as a result. 
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The implication of this challenge is the need to remain flexible with the evaluation approach and 
consider the need to modify the evaluation framework in twelve months’ time. 

6.3 Australia’s preschool delivery system 

Prior to the NP ECE, preschool education was the sole responsibility of the States and Territories with 
the exception of Indigenous preschool services, which received supplementary funding from the 
Commonwealth. The development of preschool or kindergarten has taken very different paths across 
the country so that current provision is quite varied: 

 preschool services may be offered by government, community and/or private providers 

 programs may be stand alone, attached to schools or provided in child care centres  

 starting ages vary 

 quality varies considerably in terms of child/teacher ratios, teacher qualifications and physical 
facilities 

 funding mechanisms, fees and costs to parents also vary. 

Table 21 below captures some of this variation.  

Table 21 – Jurisdictional preschool characteristics 

Jurisdiction Year before 
formal 
schooling 

First year of 
formal 
schooling 

Second year 
of formal 
schooling 

Government agency 
responsible 

NSW Name Preschool Kindergarten Year 1 Dept. of Education & Training 

Dept of Community Services 
NSW (funder) 

Age 4 by 31 July 5 by 31 July 

VIC Name Kindergarten Preparatory Year 1 Dept of Education & Early 
Childhood Development 

Age 4 by 30 April 5 by 30 April 

QLD Name Kindergarten Preparatory Year 1 Creche & Kindergarten Assn of 
QLD (funded by Dept of 
Education, Training. & the Arts) 

Age 4 by 30 June 5 by 30 June 

WA Name Kindergarten Pre-Primary Year 1 Dept of Education & Training 

Age 4 by 30 June 5 by 30 June 

SA 

 

Name Kindergarten Reception Year 1 Dept of Education & Children’s 
Services 

Age 4
th

 birthday 5
th

 birthday 

TAS Name Kindergarten Preparatory Year 1 Dept of Education 

Age 4 by 1 January 5 by 1 January 

ACT Name Preschool Kindergarten Year 1 Dept of Education & Training 

Age 4 by 30 April 5 by 30 April 

NT Name Preschool Transition Year 1 Dept of Employment, Education 
& Training 

Age 4
th
 birthday 5by 30 June 

A 2009 policy brief explained the structure of preschool in Australia as a continuum between two 
models of program delivery as picture in Figure 6 below

115
: 
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Figure 6 – Models of Preschool Delivery 

 

 

 

 

 

 

While no jurisdiction precisely fits one model or the other, it helps to understand the basic 
characteristics defining the two ends of the continuum.  Table22 summarises the key differences in the 
government and non-government approaches. 

Table 22 – Preschool Delivery Models 

MODEL 1: GOVERNMENT MODEL 

WA, SA, TAS, ACT and NT 

MODEL 2: NON-GOVERNMENT MODEL 

NSW, VIC & QLD 

 the State/Territory government owns, funds and 
delivers the majority of preschool services  

 preschools are treated in much the same way as 
primary and secondary schools 

 the jurisdiction may provide supplementary funding to 
community preschools, but generally not to preschool 
programs in long day care centres because they 
attract Commonwealth funding through the Child Care 
Benefit and Child Care Tax Rebate 

 under this model, the government owns between 70 
and 90 percent of preschools. 

 the State subsidises preschool services that are 
provided by non-government organisations 

 preschools in long day care centres charge some fees 
and attract Commonwealth funding through the Child 
Care Benefit and Child Care Tax Rebate) 

 under this model, government own less than 20 
percent of preschools and these are generally targeted 
at disadvantaged communities, in contrast to 
government schools, which are comprehensive.. 

A few more comparisons confirm the diversity
116

:  

 a number of preschools are staffed and funded by education departments and integrated with or 
linked to schools in the ACT, the Northern Territory, South Australia, Tasmania and Western 
Australia 

 in Queensland and Victoria, preschool education is principally delivered by community providers 
and regulated and funded in part by education departments 

 in NSW, there is a mixed system with most programs provided by long day care services and 
community preschools and regulated by the Department of Community Services, but with 100 
preschools attached to primary schools and administered by the Department of Education and 
Training 

 all preschool systems require qualified early childhood teachers; Victoria, South Australia, Western 
Australia, and the ACT require teachers with early childhood education qualifications in addition to 
tertiary degrees; there are also differences in relation to teacher registration requirements and four 
year qualifications compared with three or two year qualifications being accepted 

 in NSW, for preschools and child care centres regulated by the Department of Community Services, 
qualified early childhood teachers are mandated for centres with more than 29 children 

 in Tasmania, Western Australia, South Australia, the ACT, the Northern Territory and NSW 
(Department of Education & Training preschools only), government provided preschool education is 
free with the option of a voluntary levy 
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 the reported average fee for community preschools in NSW is $27.93 per day on average for all 
families, $10.40 for Indigenous children and $16.62 for children from low income families as 
reported in NSW’s NP ECE Annual Report for 2009; in Queensland daily fees range from $13 to 
$20 and in Victoria, the average fees are about $140 per term 

 some form of fee relief for eligible families is provided in most jurisdictions. 

6.3.1 Policy Context 

Universal Access 

To achieve universal access to early childhood education, the Commonwealth committed $955 million 
to the States and Territories over the period 2009 to 2013. In addition, $15 million was allocated for the 
development of better data and performance information. The distribution of Commonwealth funding of 
early childhood education by jurisdiction is shown in Table 7 in section 3.6.1. 

This investment is to assist the States and Territories to reach a set of targets set out in the National 
Agreement on Early Childhood Education.  As stated earlier, the Agreement states: ‘All children have 
access to affordable, quality early childhood education in the year before formal schooling.’  The NP 
ECE and the associated Bilaterals specified the collective agreements and the individual strategies and 
timetables of each jurisdiction in achieving the overall outcomes. 

While the intent of the NP ECE is clear, there are still some definitional and measurement issues to be 
sorted out as discussed earlier in this document. 

Costs and subsidies 

The funding context for ECE in Australia is complex. In most States and Territories, direct funding is 
provided to many state-operated and community based preschools. Other arrangements include the 
provision of a flat subsidy for each four-year-old child attending preschool. 

In the child care setting (ie Long Day Care and Family Day Care), there are two primary sources of 
subsidy: the Child Care Benefit (CCB) and the Child Care Tax Rebate (CCTR). Access to these 
subsidies rests on whether a service is ‘approved’ or ‘registered’; for the most part, child care services 
tend to be ‘approved’ whereas preschools tend to be ‘registered’ (or not registered for CCB purposes). 
The CCB is available for ‘registered’ preschool services, but is paid at a considerably lower rate on 
provision of centre receipts (rather than as lower fees). The CCTR is not paid for care provided in 
approved, but not registered services. 

Given the eligibility requirements associated with these subsidies, stand alone preschools and those 
run by not-for-profit organisations, such as non-State schools, may not be as financially feasible for 
many families where these subsidies are not available.  In contrast, there are reasonably generous 
subsidies for enrolling children in pre-schools run by long day care centres.   

National Quality Framework (NQF) 

Presently, quality standards across early education and care programs vary considerably across 
Australia. Outside the child care sector where universal quality standards have been applied for several 
years, it is difficult, if not impossible, for parents to make choices for their children based on an 
assessment of the quality and yet it is widely acknowledged that quality matters, especially in the early 
years of children’s development. Therefore, the NQF, agreed in partnership with the State and Territory 
governments, is important as it promises a higher standard of care and comprehensive information for 
families. 

Early Learning Framework 

The Early Years Learning Framework (EYLF) is a key component of the NQF. It underpins universal 
access to early childhood education and will be incorporated in the National Quality Standard in order to 
ensure delivery of nationally consistent and quality early childhood education across sectors and 
jurisdictions. The Framework draws on conclusive international evidence that early childhood is a vital 
period in children’s learning and development. It has been developed with considerable input from the 

http://www.deewr.gov.au/Earlychildhood/Policy_Agenda/Quality/Pages/QualityStandards.aspx
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early childhood sector, early childhood academics and the Australian and State and Territory 
Governments.  

The EYLF communicates these expectations through the following five Learning Outcomes:  

 children have a strong sense of identity 

 children are connected with and contribute to their world 

 children have a strong sense of wellbeing  

 children are confident and involved learners 

 children are effective communicators. 

The EYLF describes the principles, practices and outcomes essential to support and enhance young 
children’s learning from birth to five years of age, as well as their transition to school.  The Framework 
has a strong emphasis on play-based learning as this provides the most appropriate stimulus for brain 
development. The Framework recognises the importance of development across a range of domains 
including communication, language, numeracy, social competence, physical and emotional wellbeing. 

6.4 Summary of progress against key evaluation questions 

6.4.1 Immediate outcomes 

The key questions relating to immediate outcomes have to do with increasing capacity and ensuring 
affordability.  While the 2009 annual reports and discussions with program managers and others during 
site visits provide some indications of how well the States and Territories are doing in terms of physical 
capacity, there is not much yet that is pertinent to assessing affordability. 

Increasing capacity 

All jurisdictions are expanding their capacity to provide additional preschool spaces.  Even in the States 
where all children are already attending preschool, there are still infrastructure issues related to meeting 
the 15 hours/week target.  As existing preschool programs expand their hours, jurisdictions are 
determining how to accommodate the space requirements without compromising programs for other 
children, for example, in jurisdictions where three-year-olds currently access pre-school programs. 
Some States are making greater use of primary school facilities, while others are funding the 
community sector to expand their infrastructure and still others are relying on long day care facilities to 
add preschool programs to their current offerings. 

Increasing capacity and the required expansion of physical infrastructure, is challenging for many 
jurisdictions.  Most are using a combination of Commonwealth funds through the NP ECE and State 
funds to establish enough new preschool places.   

Most jurisdictions met or exceeded their 2009 targets for enrolment of children in preschools offering 15 
hours/week; however, a few fell marginally short. Therefore, it would seem that the jurisdictions, in 
general, are managing to increase capacity so far according to the agreed targets. 

Ensuring affordability   

Affordability is a difficult factor to assess because clear, practical indicators have not yet been agreed. 
The Australian Institute of Health and Welfare is working on affordability indicators, but it is unclear at 
this point, whether that work will result in a usable mechanism (indicators and data)  for jurisdictions to 
assess whether their fee structures prohibit some families from access to preschool programs. 

6.4.2 Intermediate outcomes 

Obviously, it is more difficult to summarise progress on achieving intermediate outcomes, given how 
early it is in the life of the NP ECE. The key questions relating to intermediate outcomes have to do 
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with: teacher qualifications, provision in an appropriate range of settings, removing barriers (including 
cost), promoting programs (especially to ‘hard to reach’ families) and enrolment and attendance hours. 

Teacher qualifications  

The agreed outcome is a sufficient number of four-year trained ECE qualified teachers available to 
deliver preschool programs.  It is acknowledged that a transitional period will be required to 
accommodate teachers currently in the system who do not have the required credentials and to build up 
a sufficient pool of new teachers with the appropriate education and training.  Some jurisdictions are 
negotiating new programs with tertiary institutions while others are providing subsidies to current and 
future early childhood teachers to gain acceptable credentials and some have implemented procedures 
to expedite qualification assessments.  

Virtually all met their 2009 targets for the number and/or percentage of four-year ECE qualified 
teachers. However, a COAG-commissioned report (2008) indicated that there will not be an adequate 
supply of early childhood teachers until 2020.  If that is the case, then achieving this outcome and 
related quality indicators may continue to be a problem throughout the life of the NP ECE and 
beyond.

117
 

Provision in a range of settings 

There are several challenges related to providing preschool in settings that meet families’ needs.  For 
example, families that have a primary school child may find accessing preschool on the grounds of a 
government primary school far more convenient while a family with two parents working long hours who 
have a baby and a five-year-old may find that a long day care setting works best.  Then, of course, 
there is provision in regional and remote communities, where factors such as small numbers, high costs 
and limited or no qualified staff make sustainability very difficult.  

It is too early in the evaluation period to assess how well the jurisdictions are responding to this 
challenge; however, it will be a continuing area of investigation for the evaluation.  

Removing barriers and promoting programs. 

Cost is usually the most commonly cited barrier to participation in preschool where fees are an issue.  
Of course, many preschools are free, but others charge fees that may be prohibitive for many families.  
There are Commonwealth and jurisdictional subsidies, but they still leave some families with out-of-
pocket expenses. Given the conundrums described in the section above on ‘ensuring affordability’, it is 
not possible at this time to assess whether cost remains a barrier in every State and Territory and what 
level of out-of-pocket costs, if any, would eliminate this factor as a barrier. 

Other barriers frequently cited include location, hours of operation, quality of staff, cultural 
appropriateness and lack of awareness.  Some jurisdictions have implemented special outreach 
programs to promote the benefits of preschool to disadvantaged and Indigenous families.  In some 
areas, Indigenous families enrol their children in very high numbers but attendance is relatively low; 
increasing attendance will, therefore, involve identifying of the other factors that prevent these children 
coming to preschool on a regular basis. 

Enrolment and attendance   

Enrolment and attendance data in 2009 are variable in quality and reliability, but will be improving for 
2010 along with the raft of other data developments being made for the National ECEC Data Collection. 
From the 2009 Annual Reports, it appears that most jurisdictions met both their targets for enrolments, 
however, it is generally still not at the 15 hours/week target level. The 2010 National ECEC Data 
Collection will provide improved nationally comparable data on enrolment and attendance to input into 
future Annual Reports. 
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6.4.3 Ultimate outcomes 

In a four-year agreement, only preliminary progress is likely to be made toward the ‘ultimate’ outcomes. 
It is, however, still possible to look at the key evaluation questions and discuss strategies for measuring 
progress over the next three years.  There are really two sets of ultimate outcomes: one set is about 
whether the jurisdictions were, in fact, able to implement universal access as agreed in the bilaterals; 
the second set has to do with the impact of preschool attendance on children’s development across a 
number of domains.  This annual report has focused on identifying the factors that enable and inhibit 
implementation of universal access to help improve the process. It has also clarified how the evaluation 
will address the impact issues using existing and future data sets. 

Enablers and inhibitors 

In some ways, the most important enabler is the foundation on which universal access will be built.  
That is, some jurisdictions already have robust early education infrastructures and preschool programs 
taught by appropriately qualified early childhood teachers, while others are starting from a lower base of 
preschool provision.  Key enablers, then, are the existence of adequate physical infrastructure, a pool of 
qualified early childhood teachers and/or cooperative tertiary institutions, a well-developed curriculum in 
line with the National Early Years Learning Framework, strong jurisdictional support in terms of 
operational and capital works funding, an affordable structure of fees (if preschool is not free for all 
children) and good data systems. A comprehensive State-based, whole-of-government early years 
policy (that aligns with the national policies described earlier) also makes it more likely that the universal 
access targets will be met. 

Jurisdictions that must build new infrastructure, develop whole new education and training pathways for 
early education teachers and lack a history of early childhood education will find achieving the ultimate 
outcomes far more difficult. 

6.4.4 Focus for the evaluation 

It is important to keep in mind that some 95% of four- to five-year-old children in Australia already 

participate in a formal centre or school‑based early childhood program
118

.Granted, this includes children 

who use a variety of care and education facilities and does not take into consideration the frequency or 
extent of use. Nevertheless, given the high degree of participation, it is not difficult to envisage universal 
access being achieved and high quality early childhood education being available to all children. States 
and Territories are continuing to work to achieve universal access across all population groups and 
geographical locations. The evaluation will continue to monitor progress against the specific outcomes 
within the NP ECE.  

The evaluators will also continue to engage with jurisdictions and the Commonwealth to ensure the use 
of all appropriate data sources by the evaluation as data become available, and to continue to 
investigate ways in which the impact for children and families can most effectively be measured. 
Understanding what works will be a major focus of evaluation activity with the jurisdictions during 2011. 
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Appendix A Functions and Deliverables 
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Priority functions 

The following priority functions are specified in the Work Order for the Evaluation: 

 proposing an appropriate Evaluation methodology and undertaking the Evaluation to determine the 
effectiveness of the NP ECE in achieving its outcomes, including the following areas of focus:  

 progress toward achievement of NP ECE outcomes and outputs (refer table 1 in Part 2 of the 
NP ECE), while recognising different jurisdiction starting points and characteristics 

 the contribution of the NP ECE to achieving improved outcomes for children, including the 
extent of achievement of specific elements of the Universal Access commitment as specified in 
clause 17 of the NP ECE 

 the achievement of the objectives of the NP ECE as outlined in clause 15 of the NP ECE 

 barriers to effective implementation of NP ECE objectives 

 insights to inform NP ECE implementation in jurisdictions 

 obtaining information on children who do not access early childhood education in the year 
before full-time schooling, including their characteristics and outcomes  

 other related work that considers the outcomes of children who have access to preschool (i.e. 
Australian Early Development Index, National Assessment Program – Literacy and Numeracy, 
Australian Research Council Assessing the Effectiveness of Early Childhood Education and 
Care in Australian Communities project)  

 any unintended outcomes of the NP ECE. 

 consultation and information gathering:  

 consult with key stakeholders, including Commonwealth and State and Territory government 
officials, non-government stakeholders and service providers 

 comply with data and confidentiality protocols when accessing and reporting on material held by 
key stakeholders 

 engage with, inform and report to the NP ECE Evaluation Steering Committee throughout the 
Evaluation 

 use information collected to make findings within the scope of the Evaluation (including the 
areas of focus of the Evaluation). 

 In conducting the Evaluation, draw upon evidence from multiple sources including but not limited to: 

 State level evaluations 

 research evidence 

 the 18 month review 

 relevant data linkage initiatives when data is available  

 evaluations and inputs from other NPs and national initiatives such as the National Quality 
Agenda and the National Indigenous Reform Agreement 

 the Early Childhood Education and Care National Minimum Data Set, when data is available 

 the National Early Childhood Education and Care Workforce Census, when data is available.  

Deliverables  

 Develop Evaluation Methodology 

 provide a high standard project plan, consistent with the Department’s timeframes detailing the 
final methodology to conduct the Evaluation for endorsement by the NP ECE Evaluation 
Steering Committee and the Department. 

 Develop Evaluation Framework 
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 undertake a knowledge review including: 

 an overview of recent and relevant literature 

 a review of key documents 

 preliminary consultation with key stakeholders (following draft of a communication and 
stakeholder engagement plan) 

 scope potential sources of quantitative and qualitative data and develop an evaluation 
framework that links outcomes with NP ECE performance indicators and data sources 

 develop data and confidentiality protocols to guide accessing and reporting on stakeholder 
material 

 formalise a program logic approach by conducting a program logic workshop with the NP ECE 
Evaluation Steering Committee 

 document the evaluation framework, structured around the core components of the NP ECE, 
namely the outcomes, outputs and performance indicators 

 outline proposed structure and approach to reporting for the Annual Reports. 

 Consultation and Engagement 

 complete a communication and stakeholder engagement plan for endorsement by the NP ECE 
Evaluation Steering Committee 

 engage with the consultant conducting the 18 month review and consider coordinated 
stakeholder engagement where appropriate to minimise impact on stakeholder groups 

 conduct a minimum of one face to face meeting with each jurisdiction per year with a view to 
conducting a balance of consultations across all jurisdictions. If You consider that more 
consultations are necessary with one jurisdiction than another, the reasons must be transparent 
and reported to the NP ECE Evaluation Steering Committee 

 conduct at least one face to face meeting with non-government stakeholders and service 
providers in all State and Territories consistent with the needs of the Evaluation 

 be available to discuss issues as they arise with the NP ECE Evaluation Steering Committee 
and the Department 

 engage in project monitoring teleconferences with the Department, up to once a month. 

 Data and information 

 undertake ongoing monitoring of data as identified in the evaluation framework 

 work within the objectives and the scope of the Evaluation in data collection and monitoring 

 develop and analyse qualitative data sets 

 work with existing data sets including:  

 the Report on Government Services 

 Data Capability Reports 

 NP ECE Progress Reports; 

 NP ECE Annual Reports 

 data collected through other relevant initiatives, such as National Early Childhood 
Education and Care Workforce Census and the Early Childhood Education and Care 
National Minimum Data Set when data is available. 

 Annual Reports  

 provide the NP ECE Evaluation Steering Committee and the Department with detailed, high 
standard annual reports that identify findings and recommendations and provide current 
assessments regarding the key questions the Evaluation is answering. 
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 Annual Reports will: 

 include the methodology and findings arising from the research. The reports will summarise 
the analysis of data, submissions and discussions relating to issues specified by the NP 
ECE Evaluation Steering Committee and the Department and any additional issues which 
arise as a result of the research. 

 be provided in draft format for comment by the NP ECE Evaluation Steering Committee and 
Departmental staff, and amendments carried out by the consultant, as required. The reports 
will be provided as hard copies (2 copies of each report) and electronically in a format 
specified by the NP ECE Evaluation Steering Committee and the Department. The reports 
may be published by the Department, at the Department’s discretion. Any published report 
will acknowledge the consultant’s role. 

 Presentations  

 present the Project Plan detailing the final Project Plan to the NP ECE Evaluation Steering 
Committee 

 be available to present the Evaluation Annual report once each year to government bodies that 
may include the NP ECE Evaluation Steering Committee, the MCEECDYA Early Childhood 
Development Working Group, AYEESOC and MCEECDYA. 
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