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This edition marks our 3rd “All About OSHC” –
Australia’s first and only national magazine developed
by and for the OSHC sector.
We are appreciative to all the contributors to this
edition. Without your willingness to share your
thoughts and inspirations, this magazine would not be
possible. There is an amazing diversity of themes and
ideas presented throughout all of these incredibly
valuable and worthy contributions. We hope there is
something relevant and helpful for all our readers.
2021 continues to showcase the strength and
resilience of the OSHC sector. Lockdowns continue
across the country to combat localised cases of COVID
19. These measures have proved effective in keeping
our communities safe and in managing the outbreaks
that we have become accustomed living with. Each
time one of these events occurs, the OSHC sector
remains strong to support vulnerable children and
parents who are essential workers.
If you consider yourself a budding writer and have
some OSHC thoughts to share, we would most
certainly appreciate receiving them for publication.
To contribute to this magazine, please contact our
editing team via the contact link on our website
https://www.noshsa.org.au/contact
for
further
information about the process for submission.
We are also welcoming of feedback on the magazine.
This can be submitted through the contact link on our
website https://www.noshsa.org.au/contact
We hope you enjoy this edition of “All About OSHC”.
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QUALITY IN OSHC

Provide your feedback on the 2019 NQF
Review and other upcoming initiatives

- ACECQA

Sector consultation on the key issues being
considered under the 2019 NQF review starts this
month and is an important opportunity for
educators to help shape the future of the NQF.

improvements relating to child safety, health and
wellbeing, outside school hours care, family day
care, workforce, quality ratings, fees, governance,
and the recommendations of the Royal
Commission into Institutional Responses to Child
Sexual Abuse.

Michael Petrie, General Manager of Strategy,
Communications and Consistency at ACECQA,
provides an overview of the 2019 NQF Review, as
well as three other important upcoming NQF
policy initiatives.

This phase of consultation is an important
opportunity to provide your views on the
proposed policy options and their potential
impacts. It is also an opportunity to suggest other
potential options.

The National Quality Framework (NQF) provides a
national approach to the regulation of children’s
education and care services across Australia.

Feedback received will be used by governments
to inform the recommendations made to
Education
Ministers,
with
these
recommendations to subsequently be published
as part of the Decision Regulation Impact
Statement (DRIS).

Since its introduction at the start of 2012, the
NQF has been subject to two reviews – the 2014
NQF Review and now the 2019 NQF Review.
The 2019 NQF Review commenced with
consultation on an issues paper in mid-2019,
which informed the development of the
Consultation Regulation Impact Statement (CRIS)
that is now available on the NQF Review website.

2021 is shaping up to be another busy and
important year for our sector. In addition to the
current CRIS process, the coming months will also
offer opportunities to provide input into the
development of a new national workforce
strategy, an update on the two nationally
approved learning frameworks, as well as provide
valuable data as part of the 2021 national
workforce census.

There are 21 different issues under consideration
as part of the 2019 NQF, each of which includes a
number of proposals and options for change.
Throughout March and April, you can have your
say on any and all of these issues by either
completing the online survey or providing a
written submission.

We’ll provide more detail about the other
upcoming initiatives on our website and in our
monthly newsletter.

The 2019 NQF Review builds upon the 2014 NQF
Review and explores a range of possible
4

REFLECTING ON PRACTICE

Be You and School Age Care
Be You Consultants Emma and Sammi sat down to discuss their passion
for mental health promotion, the unique opportunities school age care
gives us to support mental health and the role Be You can play.
care?
Emma: One of the clear benefits is the opportunity
to connect with other educators around the notion
about mental health and wellbeing. Many
educators tell us that being able to make
connections, ask questions, seek support and
engage in provocative discussions is invaluable.

What is Be You?
Sammi: Be You for me is a ‘one stop shop’ where
educators can increase their mental health literacy
through accredited professional learning modules,
fact sheets, interactive sessions and events and
other resources. The framework helps to break
down various topics about mental health into
smaller domains and modules which makes taking
action easier.

Sammi: One of my favourite benefits of Be You is
that it gives educators the opportunity to
recognise the skills and knowledge they already
have. For me it's all about acknowledging,
considering and celebrating what you already do
which creates a sense of empowerment, inspiring
educators to continue increasing their mental
health literacy.

Emma: Not only does Be You provide resources for
individual educators, it also assists early learning
services and schools to work towards a whole
learning community approach to mental health
and wellbeing. When you register with Be You as a
learning community you receive access to the full
range of resources. These include Planning and
Implementation Tools and access to a Be You
Consultant. A Be You Consultant can work with
your appointed Action Team Leaders to provide
professional, evidence-based support and advice
on how to navigate the professional learning
modules and reflect on learning in practice.

Emma: Sammi that’s it, I believe it comes down to
empowerment for educators, children and young
people, families and the wider community. Be You
supports the empowerment of children and young
people to look after their mental health and
wellbeing. In the school age care environment
educators have a unique opportunity to encourage
and support children to have a voice and make
daily decisions that affect their mental health and
wellbeing. Be You also helps educators to
understand the importance of empowering
children in this setting. It enables educators to take
shared responsibility with children in fostering
resilience and positive social and emotional
learning.

Sammi: Included in the Planning and
Implementation tools are surveys for staff, families
and children and young people, and an
Implementation and Reflection Toolkit that helps
you map your existing priorities directly to the Be
You Framework and Professional Learning
domains. The Be You Framework helps to break
down various topics about mental health into
smaller domains and modules which makes taking
action easier.

How do you think Be You caters for school age
care?

Sammi: I had a great brainstorming session with a
school age care service on the Mental Health
Continuum and how we could adapt it to be user
friendly for the children and young people. We
came up with the idea that instead of using the
whole document, we could copy the continuum

What are the benefits of Be You for school age
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graphic, which illustrates whether mental health
is severely impacting everyday activities at one
end and helping them to flourish at the other, and
print copies. Using a marker, the children could
indicate where they felt they were on the
continuum.

this in any of our Be You events there is a lot of
excitement, one educator said “I can’t believe the
incredible suite of resources available; all the
hard work is done.”
Emma: During my time in the school age care
sector, it sometimes felt like an uphill battle to
keep up-to-date with the children and young
people in terms of behavior and social and
emotional growth. This is why I recommend the
Behaviour Emotions Thoughts Learning & Social
Relationships (BETLS) observation tool. The tool
can be used to assist educators to gather and
document information and observations about a
child or young person. It emphasises how
emotions are central to learning, and explores
how children express what they are thinking,
feeling and needing though behavior.

Emma: I recall a quote one of my very early
mentors shared, “School Aged Care is a place
where children are learning life skills”. Mental
health and wellbeing awareness is and should be
our definition for this learning. Being able to care
for our mental and physical self are skills required
in life.
Sammi: This is why I'm so passionate about
mental health and why this work is so crucial to
support Be You’s vision of growing a mentally
health generation.

Emma: The BETLS tool can be really useful when
having conversations with families, because it
brings into forefront the emotions of the
educators and child or young person which
families often relate to. This facilitates the
opportunity to create and maintain strong family
partnerships.

What’s one Be You resource you want to
highlight?
Sammi: I remember my time as a School Age Care
Coordinator, how much I relied on finding
resources that provided ideas, practical tips and
some inspiration. For this reason, I recommend
the Be You Actions Catalogue. It’s filled with those
practical quick wins which we all want and it is
also a wonderful resource to support a service to
acknowledge, consider and celebrate what they
are already doing well. The quick wins are
grouped under Be You Framework domains, so by
choosing to focus on one domain and then
implementing the practical quick wins from the
Actions Catalogue you are able to link it all
together with existing priorities. When I highlight

4

Curious about the Professional Learning, tools
and events mentioned?

Register as a Be You Learning Community to gain
access to the full range of Be You resources,
including support from Consultants like Emma
and Sammi. If your service or school isn’t ready to
register yet, you can sign up to Be You as an
individual educator.
6
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An Interview with Dr Jennifer Cartmel –
Author of My Time, Our Place

- Kylie Brannelly, QCAN CEO

request and within a few short months a working
party was established. After several months of
development and consultation with the sector,
the learning framework for school age care was
finally launched by Minister Garret and the Hon
Kate Ellis on 19th August, 2011.
https://
ministers.dese.gov.au/garrett/first-nationalguidelines-school-age-care-australian-kids
In conversation with Dr Jennifer Cartmel, the
author appointed to develop the framework, we
explore how this framework evolved.
What were the aims of development the
framework?
Initially there was only going to be one
framework that did not include OSHC. When the
EYLF was released, NOSHSA delegates believed
that the five outcomes for children that were
desired were relevant no matter what the child’s
age however were keenly aware that school age
care maintains quite a different identity to early
childhood services. One very obvious difference
was that school age care services wrap around
the school day. The concept of leisure is very
significant to wellbeing of school age children and
consequently the aims of the framework needed
to reflect leisure, play, care and learning if it was
to aptly capture the contexts of childhood which
are enacted in school age care.

With the review of the Approved Learning
Frameworks occurring in 2021, now is a good
time to reflect on the intent and purpose of My
Time, Our Place and why it was developed for the
OSHC sector.

The framework aimed to give school age care an
identity and to provide some consistency in
understandings about the features of this
identity.

Much of the Australian OSHC sector may not be
aware that the National Out of School Hours
Services Alliance (NOSHSA) played a key role in
the ministerial decision to develop a learning
framework for school age care. In October 2009, a
group of delegates met with Minister Kate Ellis
who was the Federal Minister responsible for the
ECEC portfolio at the time. A request was made
on this day to develop a learning framework for
school age care that would build on the EYLF
through relevant application to school age
children. Minister Ellis was quick to act on this

What are the key factors that contribute to
quality practice?

It is critical that practices in school age care
reflect the growth and development of school age
children. Educators in school age care need to
understand things like the neuroscience – play
sculpts the brain and this is not confined to
children birth to 5. There is a lot of pruning of the
7

to thinking, physical capabilities. When you walk
into a school age care service an individual needs
to listen with all their sense and I mean ALL eyes, ears, nose, touch they should be able to
sense the wellbeing of children who are relaxed,
happy, making friends, collaborating.

The framework aimed to give
school age care an identity and to

provide some consistency in
understandings about the features

The best thing about the framework is that it
gives educators time to do what really matters
and that is engage with the children or to engage
with their emerging educators to support each of
them.

of this identity.
nerve endings in the brain that occurs in the
middle childhood period.

Where did you draw your inspiration when
developing the framework?

Quality practices are built on the strength of the
relationship between adults and children and
children and children.

United Nations Convention on the Rights of the
Child - Article 31, Article 12
The Scandinavian services – where they don’t
need monitoring - rather the highly motivated
and skilled educators are building real
relationships undertaking meaningful play.

How does the framework guide practice?
I think guide is a great word to describe the
relationship between the framework and
practice. School Age Care educators need an
extensive knowledge base - I think sometimes
we underestimate the skills that are required to
build the quality of the relationships. In middle
childhood children are developing social
competence, moral values etc and this doesn’t
just happen.

Interestingly I have spent more time learning
about the Scandinavian services and there is a lot
to think about in terms of contemporary and
holistic practice in the current review of the
Approved Learning Frameworks.
What makes you most proud when thinking
about your involvement in the development of
the framework?

How have you seen the framework improve
outcomes for children?

I really like the title My Time, Our Place – that
was a really significant moment in time when a
group of people who identified what it was
about children’s lives in the middle years that
was really important – the notion that these
children were becoming more responsible for
their time – the self regulation that was
developing and the connection to the wider
community.

The framework has given the sector authenticity,
credibility. It has required management of
services to think about premises, resources and
staffing – achieving consistency in these areas
contribute to a sense of stability for children. The
framework has given some criteria on which we
could evaluate services. There is work to be done
in this area to check in with children.
To be quite frank with you I have some
reservations about how some people have
interpreted the framework. In some ways I have
seen an obsession with a misinterpretation of
the manageable ways in which educators have
gone about their practice. Some educators have
misinterpreted what they need to be doing
spending too much time writing and making
folders -there is no need to have a whole pile of
written documentation because the framework
provides the description of the practice – what
we should be seeing is educators engaging with
children in meaningful conversations, challenges

1. States Parties recognise the right of the child to rest and
leisure, to engage in play and recreational activities
appropriate to the age of the child and to participate freely in
cultural life and the arts.
2. States Parties shall respect and promote the right of the
child to participate fully in cultural and artistic life and shall
encourage the provision of appropriate and equal
opportunities for cultural, artistic, recreational and leisure
activity.
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CONTEMPORARY PRACTICE

Thinking Outside Binaries in OSHC

- Dr Bruce Hurst

work

play

male

female

black

white

strong

weak

young

old

adult

child

One of the most meaningful things I learned
doing a PhD was how useful social theory can be
in helping to understand the world. I don’t believe
that theory necessarily offers easy answers or
universal solutions, but it can help us to find new
ways of thinking about old problems. One theory
that I keep coming back to is binaries.

dominant term and disadvantage those who
don’t. This is the case in Australia where men
earn the most money, hold the most powerful
jobs and dominate government.
We also use binaries in our work in OSHC. Two
binaries I have been thinking about recently are
adult/child and work/play. In the adult/child
binary, adults are seen as rational, serious,
productive, developed and complete. Children are
opposingly considered irrational, frivolous, still
developing and incomplete. Whilst we might love
and value children, we nonetheless see them as
the lesser half of the binary. Work/play is closely
related to adult/child. We privilege work because
it is considered the ‘serious’ business of adults,

A key thinker in the field of binaries was Jacques
Derrida (1997), who proposed that Western
cultures use language to organise people and
things into groups of opposites called binaries.
According to Derrida, the two halves of a binary
are not equal. One half of binary is considered
dominant and preferable, whereas the other is
believed to be less preferred and problematic.
Our culture is full of binaries such as man and
woman, white and black, or straight and gay.
Think about the man/woman binary. ‘Man’ is the
dominant term. Men are believed to be strong,
powerful, rational and practical, whereas women
are spoken of as weak, submissive, irrational and
impractical. However, it is widely acknowledged
that binaries like this are stereotypes and fictions.
We need to question the use of binaries because
they act to privilege those who fall under the

We need to question the use of
binaries because they act to privilege
those who fall under the dominant
term and disadvantage those who
don’t.
9

whereas play is child-like, frivolous and nonserious.

leave play, attend our meetings and fill out our
forms. Why can’t documentation be more playful?
Children can draw, take photos and video, and
invent games. Conversations can be spontaneous,
voluntary and even nonsensical. Just like play,
documentation and planning doesn’t always have
to be serious.

Binaries have effects that aren’t always positive.
Because we believe work to be more important,
adults often prioritise work above play. I wonder if
adults who work in OSHC services sometimes limit
their involvement in play with children because
they are ‘too busy’ with tasks like administration,
supervision or cleaning. This is even more the case
recently with increasing regulatory requirements
for services. Prioritising work in this way can deny
adults and children opportunities to engage in play
and learn alongside each other.

Binaries can be disrupted. By recognising the
existence of binaries like work/play, we can free
ourselves of the limitations they impose on our
work. We free ourselves to resist the compulsion
to keep work and play separate and can open
ourselves up to more playful ways of planning and
documenting that bring adults and children closer
together and make work more enjoyable. After all,
OSHC is all about play isn’t it?

These binaries also influence ‘how’ adults do their
work. If we see work and play as opposites, it
implies that the two are completely removed from
one another. This is of course untrue. Lester and
Russell (2014) remind us that children are able to
find play in even the most work-like spaces, and so
too can adults. Work can be playful and more
enjoyable because of it. Think about planning and
documentation. So often services see these as only
‘work’ and rely on work-like forms of planning and
documenting such as meetings, surveys, reflection
sheets and learning stories. We sometimes even
impose this work on children by asking them to

References
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Calif.: Sage Publications.
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CHILDRENS VOICES

Play in the Time of COVID

- Angus Gorrie

One of the most interesting things to observe as
COVID became a whisper to a wide spread reality
in our play setting was the way in which the
children adapted their knowledge and
understanding of this event directly into their
play. This adaption, from a playwork perspective
was fascinating to observe as this very serious
global pandemic had significant effect on the
“ludido”, or play drive of the children, and how it
ultimately affected their metalude, cues, returns
and resulting play frames* (Sturrock & Else,
1998). Thus, this extraordinary event gave
playworkers in our space a if not unique, rate
opportunity to observe the adaption of play by
the children in the light of an entirely new and
sudden external stimulus.

frames and dialogue surrounding them
dramatizing activities such as cooking at home
every night, (an apparently shocking revelation
to some), and staying indoors a lot. As we were
only harbouring the children of essential
workers, peer groups and regular play mates also
shifted in dynamic as children adapted to who
was present and their interests. It was a social
dynamic shift that came with the expected
challenges and benefits one would expect as
children made new alliances, new compromises
and moving through some disequilibrium until
accommodations were reached (Barrouillet,
2015).
Ten months on and we have entirely refined play
frames and themes centred on very accurate and
accommodated ideas of how COVID has affected,
from a child’s perspective, their lives. Only last
week I witnessed a mixed age group of girls using
wool and leaves open a “mask shop”. In the
same week I was invited by a larger group of
children visit their café, only to have to fill out a
contact tracing register before entering. This is
an example of external attribution theory, as the
children apply outside causation to how they
perceive a situation, and in play act it out (Ryan
& Connell, 1989). The external event directly
shaped the themes of play and their specific
knowledge and context led to how the
play rolled out. Using the aforementioned
examples, one can see the very rapid
evolution of the play themes as more and
more knowledge of the reality of the
external situation was attributed by the
children.

At the inception of COVID, many of the children
in our space resorted to play fuelled by fictional
fantasies of what media or even Hollywood
would suggest would be the likely outcome of a
dramatized global pandemic. These frames
included building survival shelters and bunkers,
hoarding tin food and weapons (and yes, toilet
paper), and in short, preparing for the
appearance of the zombie hordes that popular
media would suggest was inevitable. However,
as the weeks progressed these dramatic themes
mellowed more into some sort of reality with

One interesting by product of COVID play
was some concern raised by stakeholders
as to whether, this type of play was
potentially “too scary” for the children
participating. However, one very critical
point must be made to alleviate this fear.
In every case of COVID play, despite
engaging in what could considered Deep
Play**, the children were in control. They
11

were not running in fear, cowering in corners or
succumbing to overwhelming fear induced
paralysis (Hughes, 2002). The children were as
Playwork Principle (2004) number two states in
control of both the content, and intent of the play
(PPSG, 2005). The content, as heavy as it may,
was heavily justified by their proactive intent.

play process is so critical. Without this control of
the content and intent of their own play, children
can potentially become vulnerable to outside
agendas, and lose the capacity to make sense of
their own world as they perceive it.
Playwork Terminology
*A play frame is the process or space that is
created by play cues and returns. It begins with
the children's play cycle and includes all that
allows the play to continue (Sturrock & Else,
1998).

One of the most interesting things
to observe as COVID became a

** Deep Play is play which allows the child to
encounter risky or even potentially life
threatening experiences, to develop survival skills
and conquer fear. E.g. light fires with matches,
make weapons, conquer fear such as heights,
snakes, and creepy crawlies (Hughes, 2002).

whisper to a wide spread reality in
our play setting was the way in
which the children adapted their
knowledge and understanding of
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SPOTLIGHT ON RESEARCH

Behaviour Understanding or Behaviour
fixing? What to do when you feel unsafe?
- Saurubh Malviya
I often wonder as to how can we fix something if
we do not understand it or understand it
incorrectly?

C: Cognition: Active Listening: In this stage, I listen
for the story and I try not to react or interrupt
when the speaker (children or adult) is speaking. It
gives me an idea of what is going on and what
might be missing.

Child protection and children’s rights are crucial
and critical in our workplaces. Educators are
always looking at ways to ensure that the children
feel safe and secure while under their care. But
there are times and circumstances where
educators have not felt safe and secure
themselves. Educators’ social and emotional
wellbeing have been widely discussed and there
seems to be several perspectives proposed to
ensure the educators feel welcomed at their
workplace.

For this, I must listen actively without making
anything significant. The questions I use are
usually, “Tell me more about it” “What happened
then?”. You may notice that I did the same thing
with the educator earlier, recognising the sensitive
nature of these conversations.
I wanted to know the story from the child’s
perspective, so the following is how the
conversation unfolded.

In one of my visits at a service recently, an
educator approached me looking for a possible
solution. On being asked, she informed me that
there is a boy at her service who makes her feel
uncomfortable. I wanted to know more of her
story, so I said, “tell me more, what do you mean
by uncomfortable?” She advised me that, this boy
has recently punched a staff member and she is
worried that when he comes too close to her that
he might repeat the same with her. As I was
listening to this, I could see valid reasons for her
concerns. The boy’s recent actions have created
what I call, a psychological interference. This
means that it is now hard for this educator to
simply ignore the recent events and be present to
what is happening instead and is now consumed
by what may happen.

Me: Hi Oliver, how do you feel coming here?

So now what do we do? How do we proceed
further in such situations? Avoiding interactions in
such cases only makes things worse.

Me: So, what do you think about that staff
member?

Oliver: yeah, all good.
He didn’t seem too excited about the
conversation. And, rightly so, he hardly knew me.
Me: Hey, I understand that you had an argument a
few days ago? Tell me more about it
Oliver: Well there is one side which is my side and
the other side is that they (staff members) are
lying.
I got the story behind his behaviour. Here is a child
who is acting out of the story “They are lying to
me” “They don’t get me”.
I wanted to learn more, so I continued my line of
inquiry.

I had strategically placed the staff member in the
room a few meters away from us.

For such and many other instances, I have created
a C.A.R.E Model methodology which allows others
to navigate through these uncomfortable
situations. I will break down my interactions with
the educators and the child through this Model.
The names used here are pseudo names.

Oliver: Oh she? She is a little too protective of
herself
Me: Little too Protective? Tell me more about it
Oliver: Oh, every time I approach her, all she has to
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say is “personal space, personal space and
personal space”

Oliver: Maybe I can take a step back and try to
talk to them in a different way

Bingo…I got another story here: A child wanting
to communicate but feels dismissed. Another
reminder here, that thinking from his perspective,
he still does not see the problem with him
approaching the staff in the manner he does.

Me: Okay, how can you do that?

Time to go to the second step

Me: Hi Julia, Oliver thinks that you are too
protective of yourself and he simply wants to talk
to you at times, because he feels that people do
not understand him

Oliver: Maybe I can be calm while talking.

At this point, I invited the staff member to join us
in the conversation

A: Awareness: Aha moments or moments where
he can become Self-Aware and see the problem
for himself. This is a stage where I assist the child/
adult in becoming aware of different
perspectives. I wanted Oliver to realise for
himself, that there could be a different
perspective here. I am careful, that I do not come
across correcting the perspective but rather just
curious about what else could be possible.

Julia: Okay, is that what you think? (looking at
Oliver)
Oliver: Yes

Me: You say that staff are lying to you

Me: Julia, Oliver is trying to come up with a way
that he can communicate and at this point he
believes that he can simply take a step back as he
talks to you. How does that sound to you?

Oliver: Yes

Julia: Yes, that would be good.

Me: Can I offer you a perspective to think about?
Me: Could they not be lying but rather
misunderstanding you?

Me: You know Oliver before I leave, I just want to
add that sometimes when I am upset, I do not
calm down straightaway. How do you think that
you can simply take a step back when you think
that you are misunderstood

Oliver: After a slight pause “Oh yeah, that can
happen”

Oliver: Maybe I can take a 5-minute break and
then approach a staff member?

Me: Okay so if they are lying to you, I can see your
frustration. But, if they misunderstand you, what
are your options other than being frustrated

Me: I think we can help you with that affirming
with Julia (who nodded in agreement)

Oliver: Okay
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R: Re-Cognition: Re-Considering: This is an
important stage in this process. The word
Recognition can be read as Re-Cognition. That is
to say that one only recognises things based on
what is filled in the cognition. It is not a surprise
to me that Oliver would act out of the narrative
that “Staff are lying to me” as this causes
frustration for him. However, after the AHA
moments, he Recognises the same situation as
“Staff may have misunderstood me”. If he
recognises the event as a misunderstanding, he
has access to different possibilities.

moments.
E: Empowered Execution: Since Oliver now
recognises
such
events
as
possible
misunderstandings, he may execute his decisions
based on this newly acquired narrative. The other
option would be to react compulsively to the
already existing disempowering narrative. These
empowered decisions help Re-Wire and ReEstablish further relationships with educators and
with other children around. Thus, creating a new
story in turn creating a new cognition.
At We Belong Education, I am committed to
bringing forth unexplored possibilities in
interactions among educators and children. The
newly formed empowering relationships is the
most rewarding experiences in my work. The
workshops and training at We Belong Education
are designed to build educators’ capacities in
creating a safe and supportive environment for
all.

Furthermore, Julia also recognises that what she
saw as a perceived threat may be a call for a
connection. Oliver approaching her may not
always necessarily mean that she is going to be
punched, but rather Oliver feels misunderstood
and wants to communicate.
Therefore, our duty as educators is to firstly
understand the Cognition and then help children
Recognise possibilities through AHA (awareness)

15

TEAM CULTURE

The Importance of a Good Team Culture in
Creating a Positive Environment for Children

- Barbi Clendining, Co-Founder Firefly HR

positive environment for
the children as well. Each
is linked and heavily
impacted on if the culture
and environment are not
in sync.
But how?
Children are instinctive
and can pick up on
emotions and differences
within the team. They’ll
usually pick up on things
long before leaders within
the service and will often
notice more than we
realise. They can tell who
gets along, who doesn’t,
they can read body
language (it would be
great if they could pick up
that lego at the same time
too, but they miss that
cue) and pick relationships
by the tone of how we talk
to one another. They can
see who is supportive to
who, who helps each
other out, and who doesn’t.

Often in Out of School Hours Care (OSHC) we can
get so focused on the day to day. We have so many
things going on with so many variables from
children, parents and the schools we work with.
However, how often do we put our energy in to and
focus on the team culture within our workplaces?

They can see it all.
As a leader it is not always easy to pick up on these
signals as well, but we do need to be present and
mindful of what the team culture is like within our
teams.

Do we actively think about the culture, what it is
like for the team as a whole, for individuals, for
junior to senior staff? We reflect on our practices in
the day to day and what we do with the children,
but do we reflect on our culture?

Some ways we can encourage positivity within our
teams are simple and due to this can often be
missed. Make sure to keep up on the little things
within your teams, some examples (mostly adapted
from https://www.greatmanagers.com.au/10-waysbuild-positive-workplace/) such as:

A positive team culture is essential to creating a
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you have educators who have job satisfaction,
higher morale, less stress, collaborate more and
improve on their own work performance that all
connects to creating a more positive environment
for the children. Educators will want to create
those amazing set ups and activities, they’ll be
happy to provide input to programming,
document what they can and help with that
dreaded Lego clean up mentioned earlier.
They’ll feel valued and included.

•

Right people & the right structure

•

Show gratitude

•

Play to educator strengths

•

Be optimistic

•

Create opportunities

•

Connect with individuals

•

Celebrate small wins

•

Encourage ideas

•

Have trust with one another

•

Have fun

The children will notice this and will benefit. They
won’t worry about asking a question, they’ll know
the educators will listen and help. They’ll know
they can ask for program and activity ideas and
give suggestions as they are working with
educators that are happy in their work and will
listen. The children won’t worry about who to
ask, who is in a better mood (and more likely to
say yes – again, they are clever – but they also
shouldn’t have to worry about this in our OSHC
settings).
I encourage you to reflect on the culture in your
service, your team is always changing and the
culture will always be shifting. What you did last
year, last term, or even last week may not work
anymore. Be mindful in your own practices,
whether a leader or not, and make an effort to
contribute to a good team culture as it is
important in creating positive environments for
children.

It costs nothing to show gratitude, be optimistic,
or connect with each educator. As much as it is
important to foster and build nurturing
relationships with children, it is equally important
for the professionalism of the team that these
relationships are built too.
When we build and improve on our team culture
you will find some benefits within your team such
as:
•

Less stress

•

Improved employee morale

•

Increased work performance

•

Collaboration

•

Job Satisfaction

And this all links back to creating a positive
environment for the children. It is all connected. If
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PARS PLAYWORK

PARS Playwork – A Model for Embedding
Critical Reflection in OSHC

- Rarni Rothwell, Lead Trainer - QCAN
& Dr Shelly Newstead, Managing Director –
Common Threads Playwork
When I first stumbled across playwork theory in
2010 as a coordinator immersed in action research
in my moderately sized (although we thought at
the time - large) outside school hours care service
in south east Queensland, I was enamoured. So
many intuitive aspects of my practice connected –
it just made sense. This is beautifully described by
Kylie Keane (Educational Leader at Forrest OSHC –
a service rated and assessed as a service of
Excellence using a playwork approach) – "once you
have an understanding of playwork you cannot un see it. There is simply no other way of working with
children".

and mainland China. I recently asked Shelly if she
could shed some light on her unique model of
practice to share with you.

Rarni – Can you share with us some of the back
story of the PARS model? How did it come to be?

This certainly was the case for me, and I was
thrilled when in 2016 I was presented with the
opportunity to participate in a Playwork Certificate
Course in Hong Kong, with Dr Shelly Newstead. It
was there that I was introduced to the Playwork
Action Research System (PARS) model of playwork
practice. PARS was originally developed and piloted
in Hong Kong and the UK as part of Shelly’s
doctoral research programme, in which she
analysed 70 years of playwork literature. PARS is
the first ever holistic model of playwork practice,
grounded in the original philosophy of the UK’s
adventure playground pioneers. The PARS model
brings together this original playwork philosophy,
action research and playwork theories, some
known and cherished, some new and insightful.
PARS also includes powerful language and
considerations that then influence the methods
and techniques practitioners draw from to develop
and articulate their practice in critically reflective
ways.

Shelly – The PARS model came out of my PhD. I
had been working in playwork for many years and
one of the challenges that we were having in the
UK playwork sector was demonstrating the value of
playwork as a distinct profession within the wider
children’s workforce. So, my original doctoral
research project set out to measure whether
adopting a playwork approach made any difference
to the way that children played. I did lots of
statistics training courses and then set up a quasiexperiment with some primary schools in the UK.
The plan was for some of the lunchtime supervisors
to receive playwork training, and then to measure
any difference in the way that children played
where the lunchtime supervisors had been trained
in playwork. Unfortunately, my experiment design
came unstuck at the point where I had to measure
playwork, because I couldn’t find a model of
playwork that I could measure! In the playwork
field at the time there were lots of unconnected
playwork theories and anecdotes, and a tacit
understanding of what playwork was by those ‘in
the know’. However, this miscellany of experience
and ideas did not describe the work in a way which

As the first PARS Licensed Trainer in Australia, I
regularly network with Shelly and our PARS training
colleagues who operate out of the UK, Hong Kong
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defined and described playwork as a unique
approach to working with children. For example,
Nicholson’s (1971) theory of loose parts was
heavily used in playwork at the time, but it was
also used in other sectors, such as early years.
This seemed to me to be a much bigger problem,
because if the playwork sector couldn’t define and
describe our work as a distinct approach to
working with children, rather than just a branch of
existing professions like early years or teaching,
then we would never be able to make claims
about the value of playwork in its own right.

programme, the early adventure playground
literature was hardly known, even by those
working in the playwork field, and much of it was
buried in random libraries, archives and even
garages and lofts! It took me years to track down
a substantial body of historical playwork literature
and then to identify how the adventure
playground pioneers described their new practice,
using a methodology called Grounded Theory.
Through the process of coding and collapsing the
data about how the adventure playground
workers described their practice, I then
constructed the PARS model with its selfcontained philosophy, theories, methods and
techniques, creating the first ever holistic model
of playwork practice in seventy years.

So I abandoned the quasi-experiment and
changed my research question to ‘What does it
mean to do playwork from a playwork
perspective?’ Playwork was invented by the UK
adventure playground pioneers -a new approach
to working with children that was very different to
the organised clubs and uniformed organisations
in the 1950s and 60s. So to answer my new
research question, I embarked on an exhaustive
(and exhausting!) hunt for literature written by
the adventure playground pioneers to find out
whether it might include some early descriptions
of their work and how and why it was done that
way. However, at the time of my doctoral

When I finished my PhD the PARS model was
essentially still a conceptual model, and I had no
intention of it ever being used! After several years
of hunting down and working with the historical
playwork materials, I had fallen in love with this
fascinating and little-known area of literature and
started to apply for funding to develop that
research further. (I even started re-publishing
some of this fantastic original literature so that
others could learn from it as much as I had!)
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However, I had been delivering playwork training
in Hong Kong during my doctoral programme and
had tried out the PARS model on a couple of
training courses which involved participants from
Hong Kong, mainland China and Australia. Those
people started to use PARS and, much to my
surprise, told me how well it worked in practice
and that they had colleagues who also wanted to
learn about the model. Some of those people
became PARS Licensed Trainers (Rarni being one
of them!) and started to deliver courses
themselves….and that’s the way it’s continued,
much to my surprise! There are now eight PARS
trainers and between us we have trained around
1200 practitioners to use the model in 8
countries. We held our first PARS conference in
October last year and over 100 people attended
from 19 different countries! We currently have
waiting lists of trainers and participants from ten
countries….and I have now (reluctantly!) given up
my dream of going back to historical playwork
literature research, as it’s turning out to be quite a
big job keeping the PARS show on the road!

goes much further it explores playwork as a
practice – how do adults act and react (or not!)
when they are ‘doing playwork’, and why is this
often different to other approaches to working
with children?
Which brings me to the second difference –
playwork is often seen as synonymous with ‘just
standing back’ and characterised as the ‘do
nothing profession’. There’s two problems with
this. First of all, it’s created problems with
playwork’s public image, as those outside the
playwork field can’t (perhaps understandably!)
see the value in adults being paid for just standing
around doing nothing! And secondly, it’s really
not the case that playworkers ‘do nothing’ – we
often intervene in children’s time and space for a
whole range of reasons. It’s just that the
situations we do (or don’t) intervene in and why
we do (or don’t!) intervene are often different to
the situations in which other professionals
working with children would intervene. The PARS
model enables practitioners to make decisions
about what’s appropriate intervention from a
playwork perspective (as opposed to, say, from a
teaching or even a parental perspective), and then
to explain those decisions to other people. And
because PARS provides practitioners with
language to explain their interventions (or lack of
them), they can reassure other professionals and
parents that they are, in fact, exercising their
professional judgement when, to everybody else,
it might just look like they are ‘doing nothing’!

One of my (many!) favourite quotes from the
historical playwork literature is from the
wonderful Lady Allen of Hurtwood (Allen and
Nicholson, 1975), who in her autobiography
described her approach to trying out new ideas “If it works – splendid. If it fails, scrap it and try
something else.” This I think now sums up how I
feel about PARS – so far, it seems to ‘work’ (for
children and for adults), so we might as well give
it a whirl until it doesn’t!
Rarni - What do you see as the
key differences between the
PARS approach and other
playwork approaches?
Shelly – I think there are
probably four main differences
for
me
(although
PARS
practitioners may tell me
otherwise!). Firstly, traditional
playwork training has focussed
on playwork as space, and puts
the emphasis on getting the
environment right – loose parts
(Nicholson, 1971), play types
(Hughes, 2002) etc. Whilst
environmental modification is
part of the PARS model, PARS
20

13

That idea of ‘doing nothing’ is also linked to the
third reason that PARS playwork is different to
other forms of playwork. Traditional playwork
focusses on the type of play which is usually
described as ‘free play’, and the need for children
to have this form of play in their lives and for
adults to leave children to play in their own way.
PARS has a broader aim, which goes back to the
original philosophy of the adventure playground
pioneers, who saw play not as an aim, but an
outcome. The adventure playground pioneers
recognised that play was an important part of
children’s culture – a culture which was very
different from the dominant adult culture. The
adventure playground pioneers felt that children
were deprived not just of play, but of their
childhoods by an adult world which prioritised
adult needs and perspectives at the expense of
children’s needs and perspectives. The PARS
model is based on that founding philosophy of the
adventure playgrounds – not children’s right to
play, but children’s right to be children, with all
the ‘quirks’ and bafflements that that may involve
from an adult perspective! PARS practitioners
work with those divergences where the child and
adult worlds meet (and often collide!), rather than
going in with their own adult agendas of
‘learning’, or ‘development’, or even ‘play’. PARS
playwork practice is therefore ‘pro-child’ (as John
Bertelsen, the first playworker put it), rather than
‘pro-play’, and PARS practitioners respect and
protect childhood, rather than just play.

"Once you have an understanding

of playwork you cannot un -see it.
There is simply no other way of
working with children".
understanding of what playwork is and what it is
for, so that we don’t keep perpetuating the same
problem as my PhD addressed. The PARS model
provides that consistency, no matter what type of
supervised setting you work in or where in the
world that setting is. One of the absolute
highlights of 2020 for me was our first ever PARS
conference, where PARS practitioners from all
around the world came together for the first time
and had a shared understanding and language to
discuss their playwork practice. Very often
playwork gatherings involve a sort of ritual
discussion about ‘what is playwork’ – we don’t
need that with the PARS model, as it describes
very clearly the nature and purpose of our work
and enables practitioners to do that too!
Rarni – When did you realise that it had broader
application in Outside School Hours Care?
Shelly - It was the UK pilot, kindly organised by
Cambridgeshire County Council, which first
brought together a group of out of school care
workers to road-test the model. Although several
out of school clubs in the UK have tried to adopt a
playwork approach, they often find it hard to put
into place the traditional playwork ideals of ‘free
play’ and ‘free choice’ (interestingly out of school
care workers in Canada have recently told me that
same thing). In reality there are always some sort
of restrictions on how children use any particular
space which is provided and supervised by adults,
and I’ve often felt that traditional playwork
doesn’t acknowledge this enough. ‘Doing
playwork’ in an after school club is no ‘better’ or
‘worse’ that doing playwork in a prison or a park –
all have their own boundaries and restrictions.
The great thing about the PARS model is that it
doesn’t disregard or disparage those restrictions
in pursuit of an unrealistic ideal of ‘free play’.
Instead it asks a different question – how can we

I suppose that the other key difference is that
PARS is based on research, whereas other
approaches to playwork have been created from
personal experience and understandings of doing
the work. What tends to happen in the playwork
field is that different people from different
personal and professional backgrounds take up
the idea of ‘playwork’ (maybe from a training
course or a book) and then interpret – or often
reinterpret - ‘playwork’ from their own
perspective, and sometimes even become
playwork trainers themselves. Whilst this can
bring benefits in terms of new ways of thinking
about playwork, there is also a considerable
downside in that playwork ends up, as Peter
Heseltine (1982) once put it, “all things to all men
and women, and about as relevant.” Now that
playwork is being used internationally, it’s even
more important to develop a consistent
21
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help children to do what matters to them despite
whatever restrictions exist in our supervised
settings? Trying to look at children’s experience
from their perspective, instead of from our
worthy adult ideals, helps us to focus on what we
can do to help children make the most of their
free time on their own terms, rather than what
cannot be done (by children or by adults) in our
settings. This means that, even though PARS was
originally developed from the early adventure
playground literature, the model is applicable to
any supervised setting where children spend their
leisure time, including hospitals, schools and most definitely - out of school care!

term. Wherever the model is being used,
practitioners report similar changes – that they
are intervening less in children’s time and space,
they feel more confident about their practice and
explaining it to others, and they see more selfdirected and imaginative activity in children. All of
this informal and anecdotal feedback is fantastic,
but one of the most exciting recent PARS
developments is that researchers are starting to
investigate the effect of using the PARS model on
adults and children, and I am hoping to see many
more studies around the world in the future.
More research will provide us with crucial data to
help us to develop PARS training and practice –
and reflecting on and improving our delivery is,
after all, what PARS is all about!
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INNOVATIVE PRACTICE

Innovative Practices in Action at Kids’ Zone
(Stradbroke School OSHC), SA

- Emily McCormack, Assistant Director &
Educational Leader

Like many other OSHC services we face a number
of challenging factors such as limited space,
working within the complexities of a large school
and working with children with a varied range of
complex additional needs such as down syndrome,
ADHD, autism, cerebral palsy and a range of other
conditions. We are also a very large service in SA,

licenced for 180 children per day.
‘Kids’ Zone’ at Stradbroke School has been up and
running for approximately 34 years but this hasn’t
stopped us from constantly exploring new ideas to
mould our practices. The key in creating
innovative practices for us has been ensuring
critical reflection is truly embedded in our
everyday practice and all stakeholders’ voices are
valued. This culture stems from the top, our
service Director Rebecca MacQueen always
engages all stakeholders in a warm, welcoming
and patient manner which enables a culture of
open sharing and appreciation.

Being a large service we have found a key to
success is having systems in place. On the roster
each day we assign an ‘Inclusion Leader’ to
oversee the additional educators who are rostered
on to increase the service’s ratio due to the
number of children attending with additional
needs. This system means the educators working
23

This system is proving really successful as
educators are taking on responsibility and
managing their time to implement their plans.
We have really embraced and enjoyed our journey
using the Narragunnawali platform to create our
Reconciliation Action Plan and highly recommend
other services explore what this platform has to
offer. Last year we hosted a bush tucker afternoon
tea at the oval for the whole service to
acknowledge National Aboriginal and Torres Strait
Islander Children’s Day using produce we
purchased from an Aboriginal food company. A
highlight of our reconciliation journey has been
the collaborative development of our mural
alongside Aboriginal artists from the Marra
Dreaming Indigenous Arts and Cultural Centre.
Another wonderful experience is the building of
our mosaic pots for our Reconciliation Garden. We
are currently organising to change our hand
sanitiser to one produced using Australian
botanicals and manufactured by an Aboriginal
owned company.

in these positions have developed an in-depth
understanding of the children’s needs and the
additional educators are able to receive added
support from the inclusion leader when challenges
arise, therefore providing more specialised
support and guidance for children.
In 2020 our service accessed Innovative Solutions
funding to implement a Key Word Signs workshop.
Key word sign is a form of augmented
communication to support children with language
delays (there is a specialist speech and language
class at the school so this is particularly relevant
for us). Cathy from Key Word Sign SA has worked
with our Inclusion Leaders to plan a range of
workshops for educators. During the sessions
educators developed a vocabulary of words which
they then wrote scripts for. The biggest challenge
of course is maintaining the use of key word signs
in the service despite staffing changes as time
goes on. To maintain the use of key word signs we
have assigned two educators to lead the service in
this area; they have taken on input from all
educators to implement the use of dictionaries
and practices such as ‘key word of the day’. This
year we plan to attempt to apply for further
funding to initiate trauma training in order to
support the children in our service who have
experienced trauma.

Many of our current innovative practices have
originated from our ‘Kids’ Voice Committee’ which
is a student body that gets voted in each year to
engage in the running of the service and to
partake in genuine decision making within the
service. One of these practices is our regular visits
to our local Community Garden during after school
care. We hire the council’s community bus. There
has certainly been some challenges through Covid19 but we have persisted with re-booking the bus
numerous times as we value that success isn’t
always easy. The children document their own
journey at the garden using iPads to take photo’s
which are uploaded to the Seesaw photo sharing
app for families to view.
Another idea that has emerged from Kids’ Voice

We have a large team of educators, with varying
skills. In order to provide autonomy and
encourage self-driven success we have implement
‘Leading Roles’ for educators at our service. These
roles are carefully selected based on people’s
interest, qualifications and achievements. They
are in a range of areas such as sustainability, loose
parts, early childhood (we have kindy children
attending), charity and links with aged care.
Educators negotiate extra time to work on
progressing the service within their leading roles.
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Committee is Bush OSHC (during after school
care). We discussed with our Kids’ Voice
Committee local sites of significance, places they
enjoyed visiting with their families and gave them
iPads to collect feedback from their peers. Many
of the children mentioned they enjoyed visiting
Morialta Nature Playground. Close to this
playground is a creek, log tee-pees and a vast
array of natural materials to explore. The bus used
to transport the children is hired from the local
council.

and are brought out onto our quad during OSHC.
The loose parts have been collected over time and
we have accepted donations such as go-karting
tyres.
We have had connections with nursing homes in
our local area for a while but we had just kicked
off a wonderful partnership with Milpara
Residential Aged Care before Covid-19. Rather
than ‘binning’ this important connection we have
been working on ways to nurture the relationship
from a distance by doing things such as making
flower pots for Christmas presents. This year we
have come up with two plans, a plan of art
experiences the children will engage in with the
elderly if we are able to visit the home and a
separate plan of ideas such as sending videos,
doing zoom calls and sending canvases if we can’t.

The group of children attending Bush OSHC hop
on the bus and we have a ‘packed’ afternoon tea
for them to enjoy at Morialta. We extend on this
existing experience by adding activities such as
taking water testing kits to monitor the creek
water, microscopes to observe plants and wildlife
and to explore the local Aboriginal caves.

At the service we run a large number of clubs such
as Relaxation Club, Art Club, Media Club and
Cooking Club. Educators are assigned to manage
clubs alongside the child club leaders based on
their interests and skill set. When educators are
passionate about a topic this shows tenfold in the
way they can inspire and motivate children. By
providing consistency we are aiming to create
predictable routines for children in which both
short term and long term projects can evolve
rather than a ‘create and move on’ culture which
can lack meaning and purpose for the children.
Each term the children have been nominating
Child Club Leaders to take on leadership roles such
as reading out instructions, helping to order
materials and gather ideas from their peers.

We have been working alongside Nature Play SA
to develop a loose parts professional development
session where the children will engage in loose
parts play while our educators receive hands on
professional development and guidance in regards
to best practices when supporting children
engaging in loose parts play. We have developed
trolleys of loose parts which are stored in our shed

The older children attending the service were
showing us through their actions that they were
needing their own space. Through ongoing
consultation using surveys, informal and formal
conversations, drawing submissions and collages
we put in plans to work alongside them to develop
a ‘5 Up Club’ space for children in years 5 and
above. The children have a club space monitor
each day who takes responsibility for the running
of the space e.g. ensuring all children respect the
resources. Everything in the space was chosen by
the children which has provided them with a
fantastic sense of ownership.
If you are keen to hear more about our practices
please
follow
us
on
Instagram
@stradbrokeschooloshc.
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Heal Country

- Clare Schoeller & Russell Yilamara Brown Songlines Art, Culture, Education
Country is more than a place to Australia’s
Indigenous peoples, it sustains their lives in every
aspect – emotionally, socially, spiritually,
physically and culturally. Country is law, lore, kin,
family, traditions, ceremony and language, it has
been this way since the beginning of time. This
year’s NAIDOC Week theme ‘Heal Country’ calls
for all Australian’s to embrace First Nation’s
cultural knowledge and understanding of Country
as part of Australia’s national heritage. The culture
and values of Aboriginal and Torres Strait Islander
peoples are respected equally to the cultures and
values of all Australians. It pleads to provide
greater
management,
involvement,
and
empowerment by Indigenous peoples over
Country.

One of My Time, Our Place underpinning practices
is ‘Partnerships’, ‘children feel positive when there
are strong links between families, schools and
local communities’, with outcomes likely to be
achieved when we work in partnership with these
stakeholders. A great start to establishing
partnerships could be inviting all children and
families to contribute to the construction of a
Welcome to Country. Additionally, seeking
feedback and input from Aboriginal and Torres
Strait Islander families on how they would like to
see their culture represented within your service
provides the opportunity to begin conversations
with families and to recognise that these people
are the experts in this area.
Other partnerships could be established with Local
Aboriginal Land Councils and organisations, they
can provide information on local language, history
and cultural practices, and can be a resource that
you utilise to seek expert advice and feedback on
your ideas and practices. They can connect you
with local Elders, Indigenous businesses, artists
and performers, who you could approach to form
partnerships with, from this you can work
together to apply for grants to establish and
maintain on-going programs within your service.

My Time, Our Place encompasses outcomes,
principals and practice’s that all share elements of
embracing Aboriginal and Torres Strait Islander
knowledges and understanding of Country. By
ensuring that we have a strong awareness and
focus on these in our practices guarantees that
not only the children who come to our services
with these knowledges and understanding are
recognised, respected and supported but also to
support other students and ourselves to develop
cultural competence of Aboriginal and Torres
Strait Islander peoples, language, histories and
culture. Through
doing this will
begin to lead our
educational
practices to ‘Heal
Country’.

My Time, Our Place states that we ‘need to be
promoting a greater understanding of Aboriginal
and Torres Strait Islander ways of knowing and
being’. This year's NAIDOC Week theme of ‘Heal
Country’ directly aligns with this statement.
Aboriginal and Torres Strait Islander people,
culture and language have survived and thrived
for over 60,000 years. Indigenous people have
expert knowledge on bush foods and medicines,
language and kinship, they have invented a wide
range of instruments, tools, farming and hunting
techniques, all of which incorporate sophisticated
science. Bruce Pascoe’s Dark Emu and Young Dark
Emu books provides accurate information on the
methods of Aboriginal agriculture methods, the
use of aquaculture, food storage and the use of

How can we as
educators
embrace
‘Heal
Country’ in our
practices
and
services
throughout
the
year?
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fire, his books are a great resource for developing
cultural competency for all. Aboriginal storytelling
and art teach us about country, ourselves and our
place, Songlines Art, Culture and Education have a
Matryoshka style Indigenous Nesting Set that that
feature native animals on 5 figures, these can be
used to engage children in imaginative play and
the depiction of traditional Aboriginal stories,
additionally they are an open-ended activity that
have multiple uses.

can be incorporated to include children creating an
oil pastel drawing of a Davidson Plum fruit with its
vibrant blue covering.
‘Heal Country’ calls for us all to either begin the
process or continue on our journey of embedding
Aboriginal and Torres Strait Islander knowledges
and perspectives in our education and care
services curricula.

Finding ways to promote and embed Aboriginal
perspectives does not have to be complex unit or
dedicated program, by simply incorporating either
local bush foods or cooking methods in your
nutrition and cooking programs allows our children
to experience the vast ways Aboriginal people
have used and cared for the Australian landscape.
Warndu (Warndu.com) is an Indigenous owned
business that has a wide range of fruits and spices
that can be added to other basic recipes such as
scones to make a delicious Davidson Plum scone,
discussions can then be had around where the
Davidson plum is found, local language names,
how it was traditionally prepared and eaten, art
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PLAY AUSTRALIA

Building a Healthier Australia through Play

- Kieran Brophy, Assistant Director Play Australia

“We want to see a connected and healthy Australia where PLAY is a part of
everyone’s daily life.” – Play Australia
This is the vision that Play Australia is committed to realising as the organisation launches a bold new fiveyear game plan to build play in Australia, as we move toward life post-COVID19.

In Australia, the
health and
wellbeing of our
children and young
people is at crisis
point.
When we consider that only 1 in 3 Australian children engage in free play outdoors daily (Natural Fun,
2010) and the overall health of Australians is at all time low levels, it is of great concern.
Play is fundamental in building physical activity habits in our children and young people, which in turn
increases the likelihood of them being active throughout their adult lives.
Research shows that there is a clear correlation between the time children spend outside and their levels of
physical activity (Carver et al. 2008) demonstrating that the more time children have to engage in
unstructured outdoor play, the more physically active they will be.
We also recognise that children should experience twice as much unstructured time as structured play
experiences (Patte, 2020) to support their healthy development.
Play supports children to explore their own physicality, their relationships to others and helps them learn
about the world around them; providing an essential opportunity to explore risk in the outdoors …to climb
trees, jump from heights, roll down grassy hills, and enjoy rough and tumble play, to name just a few
activities.
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Interestingly, those children who do not develop their propensity towards risk during outdoor play may
have a greater inclination to disengage with physical activity (including sport and recreation) later in life
(Brussoni et al. 2015).

Play is essential for the health of children and the long-term health of communities.

Our Play focus is on
child-led play that is either
supervised or unsupervised
by parents/caregivers

Play Australia is committed to driving the play agenda at all levels- global to community - embracing a
systems approach that values collaborative partnerships, healthy environments, healthy policy, with a
focus on supporting unstructured child-led play opportunities – particularly for those members in our
communities who need more support to play.
Our key advocacy initiatives include our Play Today campaign, our 1000 Play Streets movement, and
Playground Finder.
PLAY TODAY

1000 PLAY STREETS

PLAYGROUND FINDER

Our campaign to get more
Australian children playing
outside every day

Our movement for Australians
to reclaim their streets as
places to play and connect

Our platform to connect families
with playgrounds throughout
Australia.

In addition, we are keen to team up with our extensive play networks and engage with Australian young
people who have a lack of public space available for their play, to test co-design approaches alongside local
government to create more opportunities for young people to connect and play, in their own way.
We plan to work with our strategic partners to build PLAY in Australia and Play Australia Board in 2021 will
discuss with NOSHSA how best to enable all NOSHSA staff and services to join in our mission to promote the
value of play and support all Australians to play every day, so we can all create a brighter play future for our
children and communities.

To stay up to date with the latest Play Australia updates, please subscribe to our fortnightly eNews or follow us
on Facebook, Twitter, LinkedIn or Instagram
And for those who wish to join Play Australia and help protect the rights of children to play every day – we
welcome you to become a member today.
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CULTURAL CONNECTIONS

Interview with Theresa Ardler—Gweagal
Cultural Connections

- Pauline O’Kane - Network of Community
Activities, CEO
Network of Community Activities ( Out of School Hours Peak in NSW) is really
pleased to share this thought-provoking interview Theresa Ardler.
Theresa works in partnership with Network in many different ways including
delivered some professional development for Educators on how to embed
Indigenous perspectives into Out of school hour services. We are excited that
this collaboration with Theresa’s and Network is having a significant impact on
Educators practice across NSW.
Gweagal Clan of the Eora Nation, Sydney. I am also
connected to several of the Eora clans of Sydney. I
am a proud descendant of my bloodlines which are
Gweagal, Gadigal, Bidjigal, Wangal, Cammeraygal
and Gandangarra Clans of the Eora Nation, Sydney.
Gumbaynggirr Clan of Gumbaynggirr Nation, North
Coast of NSW located in Nambucca Heads.
Yaegl Country in Yamba, NSW of Gumbaynggirr
Nation. Lastly, Wodi Wodi Clan of the Dharawal
Nation in Wollongong, and the Wandandian Clan of
the Yuin Nation, NSW South Coast and Far South
Coast.
My bloodlines are from my parents and
grandparents on both sides, and this is my
connection to all my clans, and which makes me
have a rich cultural connection through my
backgrounds that links in with my education when
presenting Cultural Awareness Workshops to all
educational settings. I have over 20 years’
experience as an educator and it is through
education that I can deliver outstanding cultural
workshops to all walks of life. I speak several of my
Aboriginal languages and when I do a Welcome to
Country, when on country that I am connected to, it
is performed with uniqueness that beautifully links
each occasion.

Tell us about yourself and where you are from?
I have a background in Early Childhood, Primary and
Secondary Education and a Lecturer when I worked
as Research Indigenous Liaison Officer for the
Australian Catholic University. I lectured in the
Faculty of Education and the Arts on (Aboriginal
Peoples and Cultures) and the Faculty of Theology
and Philosophy on (Aboriginal Spirituality and how
it links in with Catholicism).

I have many gifts through art, music, storytelling,
and dance. I am a recognised Aboriginal artist

I am a Gweagal Aboriginal Person, and my clan is
30

through my humpback whales’ sculptures at
Kamay Botany Bay National Park, at Kurnell, NSW
for the 250 Anniversary of Captain James Cook,
last year in April 2020.

Hours Services?
I believe it is vital to incorporate Indigenous
perspectives into Out of School Hours Services
because the services work with school age
children. It is also important that all educators that
work in these services have a sound
understanding on what resources and networks
they can develop in planning their activities.

What was the inspiration for creating Gweagal
Cultural Connections?
My inspiration for creating my own business, was
to allow all walks of life to come, listen and
explore the uniqueness of Gweagal Cultural
Connections as I take you on a journey to gain an
insight into Aboriginal Education and Spirituality.

Understanding the National Australian Curriculum
is particularly important as it helps all educators
how to implement the different areas of the Cross
Curriculum linking to Aboriginal and Torres Strait
Islander Histories and Cultures.

The best thing also is to allow my participants to
tell their own story on where they have come
from, to where they are now. Through art,
anything is possible to create our unique stories,
as coming from a longline of storytellers, artists,
and master weavers, I can intertwine my creativity
and allow my participants to speak.

A conceptual framework based on Aboriginal, and
Torres Strait Islander Peoples’ unique sense of
Identity has been developed as a structural tool
for the embedding of Aboriginal and Torres Strait
Islander histories and cultures within the
Australian curriculum. This sense of Identity is
approached through the interconnected aspects
of Country/Place, People and Culture. Embracing
these elements enhances all areas of the
curriculum.

This activity encourages each participant to tell
their story and it opens ideas when developing
educational activities for their students. It is a
great activity to do at the beginning and end of
the year for staff and students to see where they
have come from to the present.

The Aboriginal and Torres Strait Islander priority
provides opportunities for all learners to deepen
their knowledge of Australia by engaging with the
world’s oldest continuous living cultures. This
knowledge and understanding will enrich their
ability to participate positively in the ongoing
development of Australia.

Tell us about your work and what you do?
Please see the Gweagal Cultural Connections Flyer
in this article
A big part of sharing your knowledge is through
your art and creativity – why is this so important
to you?
I answered a big part of this question already in
question two.
Sharing knowledge through art is particularly
important to all First Nations Peoples, because we
come from a culture that with our spirituality, it
links deeply into our stories from our ancestors of
the Dreaming. The Dreaming is the past, present,
and future, so it never is forgotten throughout
each generation and it allows our culture to live
on.
Through art, it can be produced in many forms,
that are through artwork, dance, and storytelling.
This was the way and still is today in passing down
our cultural knowledge whether on country or off
country.
Why do you think incorporating Indigenous
perspectives is so important into Out of School
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Educators often don’t know where to start. How
would you suggest they get started?

doing things correctly, well if you do not do it at
all, you will never get over that barrier. Be brave!!
As
First
Nations
Peoples
are
always
accommodating in helping in whatever way about
understanding our culture.

I think a great way to start would be to have a
sound understanding of the cross-curriculum
components of the National Australian
Curriculum.

I run workshops for organisations that allow them
to connect with their local Aboriginal communities
and organisation and the correct protocols in
doing that.

The Cross Curriculum components, linking the
Aboriginal and Torres Strait Islander Histories and
Cultures through aspects of Country/Place, People
and Culture. It defines how educators can link with
the people/country they are on, so that learn
about a local cultural group/nation and then link
that group to another part of Australia to look at
the diversity between two First Nations Peoples.

How can services build connection with their
local Aboriginal Community?
I have already explained this in the previous
question.
Any final last words of wisdom or stories you
want to share…

Local educational resources verse another First
Nations group.

If you are all committed to building those bridges
in connecting with First Nations Peoples, you must
be willing to go far and beyond and be creative
and enthusiastic within your endeavours. Be a
shining example for all educators to feel
comfortable and fully embrace one of the oldest
and unique First Nations Cultures in the world.

Start with understanding local Aboriginal
Communities, organisations in your area and if you
have Aboriginal students, then you can also
connect with their parents through that way in
reaching out to community where they are from.
This could be a window into their community that
may know of and another community.

Most of all have a cultural understanding and be
spontaneous.

Networking is vital and if you are afraid of not
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QCAN LEARNING POINT
Interactive, accessible and
relevant learning
qcan.kineoportal.com.au
The Queensland Children’s Activities
Network (QCAN) online training
platform ‘Learning Point’ is now
available for all members to use.
Learning Point enables users to
engage in quality online learning
experiences, including self-paced
learning modules and webinars.
Certificates are issued upon
completion of your training which can
be used as a record of your
professional development.
Contact QCAN today
for further information

New courses
AVAILABLE NOW!
Contact QCAN - 1300 781 749 - admin@qcan.org.au
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Queensland
Queensland Children’s Activities Network

2021 Leadership Conference
Friday 27th to Saturday 28th August, 2021
Novotel, Surfers Paradise, Queensland
Find information and register at
www.qcan.org.au/conference

Victoria
The OSHC Conference 2021
Inspired Leaders, Empowered Educators
Virtual Conference on 25th and 26th of May
$99 2 day registration for members of any NOSHSA
organisation

Find information at www.cccinc.org.au or register your
interest with Pina at pcannata@cccinc.org.au
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The National Outside School Hours Services
Alliance (NOSHSA) is a network of all
Australian State and Territory Out of School
Hours Services (OSHC) Associations. These
organisations promote provision of Out of
School Hours Services and act as a united
voice to advocate both to Government and
the community for excellence in service
provision.

CONTACT US
Queensland & Northern Territory
Queensland Children’s Activities Network (QCAN)
(NOSHSA Secretariat)

66 Woodend Rd, Woodend, QLD 4305
info@qcan.org.au
1300 781 749
www.qcan.org.au

New South Wales & Australian
Capital Territory
Network of Community Activities
8-10 Belmore Street Surry Hills NSW 2010
network@networkofcommunityactivities.org.au
(02) 9212 3244
www.networkofcommunityactivities.org.au

South Australia
OSHCsa
PO Box 55, Klemzig SA 5087
oshcsa@gmail.com
www.oshcsa.org.au

Victoria
Community Child Care Association
Suite West 8 & 9, 215 Bell St Preston, Victoria, 3072
reception@cccinc.org.au
(03) 9486 3455
www.cccinc.org.au

Western Australia
Outside School Hours Care WA (Inc.)
OSHCwa@gmail.com
www.oshcwa.com
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