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Abstract 

The hours after school make up a considerable part of children’s lives. In the United States, 

researchers and governments are now interested in how out-of-school time can be used as an 

opportunity for children and adolescents to learn and develop competencies.  This time is 

recognised as a context for social, cognitive and physical development.  In Australia there is 

scant research into how children spend their time after school and how this affects their 

development. 

 

The purpose of this mixed method case study was to investigate how children’s activities and 

care arrangements after school are associated with their behaviour. Children’s behaviour is 

routinely measured in developmental research given that problem behaviour can be a risk 

factor in children’s development and may set in motion a negative downward spiral in their 

lives. As consistent with ecological theories of child development, family and child 

characteristics and previous child care arrangements were also examined. With growing 

numbers of mothers employed in the workforce and children accessing non-parental care, 

levels of mothers’ and children’s satisfaction with time spent together were investigated. 

Most schools offer Out of School Hours Care (OSHC) as a service to parents whose working 

hours do not match school hours. As many children spend long periods of time at after-school 

care, the four models of OSHC adopted by participant schools were documented.   

 

Six samples including teachers, mothers, children, OSHC coordinators and OSHC assistants 

and principals were accessed from seven schools including two state, three Catholic and two 

independent schools. All schools were located in middle to high SES areas in a regional city 

in Queensland. Students in these schools were predominantly Anglo-Australian. Children 

who identified themselves as indigenous or spoke a language other than English at home 

accounted for less than five percent. Classroom teachers completed the Strengths and 

Difficulties Questionnaires (SDQ) (Goodman, 1997) for each child who attended full-time 

after-school care, received exclusive parental care or received a combination of parental care 

and after-school care. The SDQ is a brief behaviour checklist where low scores indicate few 

behaviour problems, while high scores indicate many problem behaviours. In all teachers 

completed 693 SDQs for children in 31 Prep to Year 3 classes. 
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A survey for mothers was sent home to every child in Prep to Year 3 in each of the seven 

schools. Mothers were asked to give demographic details about themselves and their family, 

and information about their children’s current after-school care and previous care 

arrangements, their children’s participation in extra-curricular activities and whether they 

were satisfied with the time they had with their children. Additionally they were asked to 

complete the SDQ and a parenting style questionnaire, the Raising Children Checklist 

(Shumow,Vandell & Posner, 1998). A total of 906 maternal surveys were returned, of which 

339 could be matched to the classroom teacher reports. All Years 2 and 3 children completed 

the child satisfaction survey except for children in four Year 2 state school classes. 

Classroom teachers administered the child satisfaction survey during class time. A total of 

675 children completed the surveys. A total of 317 children (47%) could be matched to the 

sample of mothers. 

 

OSHC coordinators were asked to complete the SDQ for children in Prep to Year 3 who 

attended full-time after-school care or regular part-time after-school care. Principals, 

teachers, OSHC coordinators and OSHC assistants were interviewed about their perceptions 

of children’s behaviour according to their after-school care arrangements. Principals and 

OSHC coordinators as well as two area coordinators were interviewed about their roles and 

relationships with OSHC. The Quality Profiles awarded by the National Childcare 

Accreditation Council and an interview with the director of Queensland Children’s Activity 

Network were used for triangulation in assessing the level of support for delivery of services 

in the different models of OSHC. 

 

According to both mother and teacher reports, children who received parental care after 

school had lower behaviour scores than children who received non-parental care. Low 

behaviour scores indicated few or no behaviour problems, while high behaviour scores 

indicate the presence of behaviour problems. According to teachers and OSHC coordinators, 

children who attended OSHC part-time had lower behaviour scores than children who 

attended full-time. According to both teachers and parents, children who received extensive 

centre care (more than 30 thirty hours a week) before entering school had higher behaviour 

scores than children who received part-time non-parental care or exclusive parental care. 

Children who received exclusive parental care before starting school had the lowest 
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behaviour scores. Mothers’ reported that children who participated in extra-curricular 

activities had lower behaviour scores than children who did not participate in these activities. 

The number of extra-curricular activities and the amount of time children spent in activities 

also mattered. Children who participated in two or three activities, with a combined duration 

of between 90 minutes and three hours a week, had the lowest behaviour scores. Teachers 

and OSHC coordinators reported girls as having lower behaviour scores than boys. Teachers, 

mothers and OSHC coordinators all reported behaviour differences according to year level 

with children in Year 1 having the highest behaviour scores.  

 

In conclusion this study found that parental care in this SES grouping cannot be supplanted 

without compromising children's behaviour. Also extra-curricular engagement pays off from 

a very young age. However, as a proportion of children must attend after-school care focus 

must be placed on enablers of quality care. Findings from this study suggest that models of 

OSHC that provide coordinators with extra levels of support have greater chances of 

delivering quality care to children. While support from the principal is important, outside 

support in the form of area coordinator is vital in providing assistance with accreditation, 

professional development and networking. This type of support allows coordinators to 

concentrate more on programming and developing relationships with the children. Taking a 

lead from the United States, the focus of after-school care could shift from being a service to 

parents to an opportunity to enhance children’s development by offering extra-curricular 

activities provided by qualified coaches and teachers. 
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OSHC Assistant – person engaged by the OSHC service to undertake the responsibilities for 

supervision of children in the OSHC service required by Section 32 of the Child Care Act 

(2002). 

Quality Profile Certificate – part of the accreditation decision made by Outside School hours 

care quality assurance program that shows the OSHC service’s performance in eight Quality 

Areas.  Ratings of High, Good, Satisfactory and Unsatisfactory Quality may be given. 
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Introduction 

This case study investigates how young school-aged children from seven schools in middle to 

high SES areas in a regional Australian city spend their time during the hours after school and 

how those activities affect their behaviour. The time after school is viewed as a context for 

children’s development, and as such, this research seeks to identify care arrangements and 

levels of participation in extra-curricular activities that are associated with positive behaviour. 

Given that increasing numbers of children are accessing after-school care, models of Out of 

School Hours Care (OSHC) are also explored. This introductory chapter places the study 

within a research context and presents relevant background, including a brief overview of 

OSHC in Australia. The research aims and questions are stated along with the significance of 

the study and a brief summary of the research methodology. The chapter concludes by noting 

the delimitations of the study and outlining the contents of the following chapters. 

 

Research in child development is undertaken to improve the lives of children and promote 

their well-being (Berk, 2006). Child development research has important applications to 

family and parenting, social policy and education, as well as a wide variety of other fields 

(Littlefield Cook & Cook, 2009). Developmental researchers are interested in identifying the 

key factors which promote children’s social, emotional, physical and cognitive competency. 

Knowledge about child development can assist parents in raising their children successfully. 

Parents want to give their children the best possible start in life and provide opportunities and 

experiences that foster their development. Similarly, educators want to know the ways 

children learn best and can achieve their potential. Research in child development can guide 

social policy that aims to improve the lives of children and families through laws, regulations 

and programs. Research findings can bring about changes in social policy - for example, the 

introduction of a universal preschool program to help children get ready for school. 

Developmental researchers can also evaluate the effectiveness of public policies and 

programs that have been put in place (Littlefield Cook & Cook, 2009). Governments and 

social policy makers desire optimal development for children given that they are the future of 

any society. Children who do not take their place as productive adults within a society 

weaken the power of its future (Horowitz & O’Brien, 1989). Correspondingly, the cost to 
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society of less than normal development (e.g. school failure and delinquency) is enormous 

with the potential to span across the life of the child.   

 

Biological and environmental factors combine to influence child development. Decades of 

developmental research have shown how children’s individual characteristics, family 

characteristics and the environments they live in, both directly and indirectly, influence their 

development. These characteristics and conditions interact with each other and can produce 

different outcomes for children’s development (Bronfenbrenner, 1979; Bronfenbrenner & 

Morris, 1998). Furthermore, children grow up in a particular set of physical and social 

environments, in a specific culture, under specific economic circumstances, at a specific point 

in history. Together these physical, social, cultural, economic and historical circumstances 

make up the sociocultural context of a child’s life. This sociocultural context influences every 

aspect of children’s development (Siegler, Deloache, & Eisenber, 2006). Researchers have 

also identified a variety of biological and environmental factors that can protect or put 

children at risk in terms of undesirable developmental outcomes. Protective factors are those 

characteristics of children, their families and environments that increase the chances of 

children’s adaptive functioning, while risk factors are events, conditions or experiences that 

increase the probability that a problem will be formed, maintained, or exacerbated (Anthony, 

Alter, & Jenson, 2009). 

 

Children’s behaviour is widely assessed in child studies as a developmental outcome. 

Problem behaviour can be a risk factor in children’s development. Problem behaviour is often 

a precursor of a negative downward spiral in children’s current and future lives. The presence 

of externalising behaviour which includes conduct problems, aggression, opposition, 

hyperactivity and delinquency is often regarded as the single best predictor of risk for future 

conduct disorder and antisocial behaviour (Bennett, Lipman, Racine, & Offord, 1998). 

Problem behaviour is a main predictor of school failure and school dropout (Vitaro, 

Brendgen, Larose, & Tremblay, 2005) and increases the risk of crime, substance abuse, 

mental disorders, suicide and poor partner relationships (Fergusson, Horwood, & Ridder, 

2007). In the long term these outcomes may also lead to a reliance on state services such as 

health, housing and employment (Catterall, 1985; Levin, 1972).  



 

 

3 

 

Given potentially debilitating consequences of problem behaviour, factors are sought that 

reduce the development of problem behaviours or promote positive behaviour. As such this 

research is based on a model of amelioration, prevention, or optimisation (Lerner, Fisher, & 

Weinberg, 2000). It aims to identify factors that improve child development, factors that have 

a negative influence on child development and to establish some of the optimal conditions for 

children’s well-being. Specifically, this thesis aims to identify care arrangements and 

activities that promote adaptive children’s development. 

 

Researchers and governments have become increasingly interested in how out-of-school time 

can be used as an opportunity for children and adolescents to learn and develop competencies 

(Lerner, 2005). In the United States, this time is recognised as a context for social, cognitive 

and physical development (Vandell & Posner, 1999). Previously, this out-of-school time was 

perceived by psychologists as insignificant or even counterproductive to children’s health and 

well-being. Research over the last hundred years has largely ignored this time or focused on 

the risks associated with time out of school (Mahoney, Larson, Eccles, & Lord, 2005). 

However, in more recent times, out-of-school hours time is viewed as an opportunity for 

promoting child development. It could be argued that in Australia this change in thinking has 

not yet occurred given the lack of research or policy focused on after school hours.  

 

Young-school aged children can spend their time after school in many ways. Some children 

go home to their parents and can play with friends, neighbours and siblings, while others sit 

in front of the television or computer. Other children participate in extra-curricular activities 

such as sport or music lessons. Some children attend after-school programs provided by the 

school or other community and business services. Other children are looked after by 

babysitters, neighbours or other family members. Some children go home to an empty house 

and are alone until a working parent comes home. These experiences provide a range of 

developmental and socialisation opportunities.  

 

Participation in extra-curricular activities has been consistently shown to promote positive 

development in adolescents (Barber, Eccles, & Stone, 2001; Cooper, Valentine, Nye, & 

Lindsay, 1999; Eccles & Barber, 1999; Fredricks & Eccles, 2006b; Marsh & Kleitman, 
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2002). Much less research has been focused on outcomes of participation in extra-curricular 

activities by younger children but studies show similar benefits (McHale, Crouter, & Tucker, 

2001; NICHD Early Child Care Research Network, 2004a; Pettit, Laird, Bates, & Dodge, 

1997; Posner & Vandell, 1999a). In Australia, there has been a significant decrease in the 

number of children participating in extra-curricular sports over the last two decades 

(Australian Bureau of Statistics (ABS), 2009; Pyke, 1985). However, numbers of children 

participating in cultural activities like playing a musical instrument or singing and dancing 

has increased (ABS, 2009). There is a paucity of Australian research on the effects of 

participation in extra-curricular activities on school-aged children’s development. 

 

Many school-aged children access non parental care after school as school hours do not 

match parents’ working hours. Changes in society have meant that nowadays increasing 

numbers of families access non-parental care for their children. Researchers have suggested 

that rising numbers of mothers in the workforce, increased numbers of single-parent families 

and family mobility may explain the increasing number of children receiving non-parental 

care (Seppanen, et al., 1993). Currently in Australia, 57 percent of mothers with children 

under the age of 15 are employed (ABS, 2006a). The number of single-parent families 

increased to 22 percent for 2004 – 06 from 15 percent, 1986 – 88 (ABS, 2007b). 

Additionally, many families live away from extended family members who may have helped 

with child care in the past.   

 

There is concern that due to increases in maternal employment and non-parental care, parents 

have less time with their children than before. It is assumed that more time together is 

associated with better quality relationships between parents and their children and better 

outcomes for children. Research, however, shows that parents are actually spending more 

time with their children than in the past (Bianchi, 2000; Sayer, Bianchi, & Robinson, 2004). 

What is less well known is whether parents and children are satisfied with the time they 

spend together and how parents’ employment status and children’s care arrangements affect 

their satisfaction.  
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While the effects of early care arrangements on children’s development have come under 

considerable examination by researchers, much less attention has been paid to care 

arrangements of school-aged children. The number of children using before and after-school 

care has doubled from 6% in 1996 to 12% in 2005 and 2008 (ABS, 2007a; ABS, 2008). The 

average amount of time a child spends in before and after-school care is approximately six 

hours a week, however, many children spend significantly more time in care. While some 

may consider this time as a short filler between school and home, these hours after school 

make up a considerable part of children’s lives and development especially when children are 

likely to attend Out of School Hours Care (OSHC) over a number of years. As such, it is 

important that children’s experiences at OSHC are as positive and enriching as possible.  

 

How school-aged child care affects children’s development in an Australia context is largely 

unknown. Differences in child care provision and regulations between the United States (US) 

and Australia make it difficult to generalize US findings to the Australian context. 

Furthermore, differences in program intentions and purposes make it hard to compare the 

two. After school programs in the US are largely viewed as opportunities to promote 

children’s and adolescents’ development and provide academic, sporting or other skills 

instruction or enrichment. Much of the US research has been descriptive rather than 

empirical. Empirical studies have largely focused on program effectiveness in terms of 

academic outcomes and cost efficiency. Additionally, many studies investigate outcomes for 

disadvantaged children and adolescents who appear to benefit most from these programs 

(Mahoney, Lord, & Carryl, 2005).  

 

In contrast, OSHC in Australia is viewed as a service to working parents to provide care for 

primary school-aged children in a safe and supportive environment with planned recreational 

activities. There is little academic enrichment beyond assistance with children’s homework if 

required. Similarly, sporting opportunities beyond casual games are limited to participation in 

the ‘Active Communities’ programs, a federally funded program that aims to introduce 

students to sporting activities and organisations in their local area (Australian Sports 

Commission, n.d). Due to limited places within the program many OSHC do not access 

Active Communities. Unlike America, very little research has explored the different models 
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of OSHC care in Australia. Models of OSHC services vary greatly within and across states. 

Subsequently, little is known about what factors affect services’ ability to provide high 

quality care. Both researchers and practitioners agree that quality of care contributes to 

children’s developmental outcomes, where high quality child care is associated with positive 

outcomes and poor quality care, negative ones. 

After-school care in Australia 

After school programs have been running in Australia since the 1900s (Brennan, 1998, 1999; 

Elliot, 1998; Finlason, 2004). Initially they began as recreational programs for children 

operating in community playgrounds. The programs later moved to community halls and 

school sites and were coordinated by arts or recreational organisations. These recreational 

programs continued until after the 1970s when the demand for services that provided ‘care’ 

rather than recreation emerged (Cartmel, 2007; Moyle, Meyer, & Evans, 1996). During the 

early 1980s there was a rapid expansion of OSHC services as women’s participation in the 

workforce increased (Brennan, 1996; Elliot, 1998; Moyle, et al., 1996; OECD, 2001). Since 

then there has been a shift of focus from children’s needs to parents’ needs (Brennan, 1994; 

Finlason, 2004). Today OSHC is a service for working parents to provide care for their 

children during the hours outside of school. Services may be managed by the school, Parents 

and Citizens Associations, local councils, outside non-profit organisations and for-profit 

companies. 

 

OSHC has a much lower profile than other types of childcare and school. OSHC has always 

been considered the ‘poor relative’ in child care (HAFS, 1997). Early childhood services are 

considered to offer both care and education for young children, whereas school age children 

are thought to be educated at school, and cared for at OSHC until their parents collect them 

(ABS, 2007; Department of Family and Community Services (FaCS), 2005; Elliot, 1998). 

The perception that OSHC has limited operational hours has contributed to the low standing 

of this type of care (Cartmel, 2007). When compared against long day care settings, the hours 

of operation and the attendance patterns of OSHC may appear minimal. However, the split 

sessions of before and after school disguise the actual operating hours of OSHC services, 

which comprise five hours per day. If these sessions are combined with school holidays and 
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pupil-free days, OSHC services operate for an equal amount of time as schools (i.e. five 

hours a day during school term plus up to ten hours a day during vacation care in OSHC 

compared with six hours a day for forty weeks in school). While the majority of children who 

attend OSHC services participate for less than 10 hours a week, more children attend OSHC 

services than long day care (Commission for Children and Young People and Child 

Guardian, 2007).  

 

The majority of OSHC services in Queensland and Australia are located on school premises 

(Moyle, et al., 1996; Queensland Department of Communities, 2005a) which has both 

advantages and drawbacks. Schools are considered an ideal OSHC venue for both service 

providers and families. Schools generally allow OSHC access to a range of additional 

resources such as playgrounds, sporting fields and other equipment and resources. Having 

OSHC located on school grounds alleviates the worry for families about availability and risks 

associated with travel to care services (Queensland Department of Communities, 2005b). 

However, there have been ongoing problems associated with venues for OSHC ever since 

services were established (Department of Family and Community Services, 2005). Schools 

dictate the location of OSHC services which is often in shared space with classrooms or other 

school buildings such as music rooms or halls. Services may also be forced to regularly 

relocate within the school. Lack of secure space undermines the capacity of OSHC to provide 

quality care and creates more work for OSHC coordinators to comply with licensing 

regulations. For example, coordinators must lodge licensing forms to show they meet spacing 

requirements each time they move. Many services are fortunate enough to have purpose built 

facilities, however, under Education Queensland policy any building constructed on state 

school sites becomes school property (Education Queensland, 2010).  

 

Another problem related to being located in school grounds is that the concerns and issues of 

the OSHC sector are hidden from the wider community (Cartmel, 2007). Like other child 

care services, OSHC has serious difficulties recruiting and retaining staff (Community 

Services Minister Advisory Council, 2006; Organisation for Economic Co-operation and 

Development, 2006). Employment in the OSHC sector can be described as highly casualised 

with low pay and status, insecure work conditions and limited career prospects (Ackerman, 
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2006; Cameron, Mooney, & Moss, 2002; Misko, 2006). According to the 2005 Queensland 

Child Care Services Census only 33 percent of coordinators of OSHC were employed full-

time as permanent members of staff, while 90 percent of assistants were employed casually 

with the majority being employed for less than 3 years (Queensland Department of 

Communities, 2005a). Out of School Hours Care services have the highest proportion of staff 

(57%) with no qualifications in the children’s services sector (Community Services Minister 

Advisory Council, 2006). This finding is in large part due to poor work conditions where 

staff are unwilling to undergo training. The provision of training is also problematic where 

OSHC coordinators who have experience in school-aged care do not have university 

qualifications which allow them to deliver training.   

 

OSHC is regulated by both federal and state governments. In 1995 National Standards for 

OSHC were developed and agreed upon by Federal, State and Territory governments (Moyle, 

et al., 1996). The National Standards were introduced to bring about minimum standards for 

safe, nurturing and developmentally appropriate environments for children in formal child 

care settings (Australia. Community Services Ministers' Conference, 1995). These standards 

regulate facilities, health and safety, staffing, service procedures and administrative functions. 

While National Standards have been developed they are in effect only guidelines or 

recommendations. The implementation of standards has been at the discretion of each state or 

territory government. State based regulations override national standards as state and territory 

governments are responsible for the legislation under which OSHC is licensed. In 

Queensland compulsory licensing of all OSHC services began in 2002, while New South 

Wales and Victoria will introduce mandatory requirements for operation of OSHC for the 

first time this year (2010). As expected such variations in care provision undermine the 

consistency of OSHC services across the nation. The Australian government is responsible 

for the Child Care Quality Assurance (CCQA) systems administered by the National 

Childcare Accreditation Council (NCAC). Providers of OSHC must be accredited by the 

National Childcare Accreditation Council for parents to receive the Child Care Benefit. 

Accreditation of OSHC is approved by Outside School Hours Care Quality Assurance 

(OSHCQA).   
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Research aims and questions  

Bronfenbrenner’s ecological systems theory (1979) was used as the theoretical framework for 

the study. His model of development uses concentric circles to depict layers of environments 

or systems with the child and their family centered in the middle circle. According to 

Bronfenbrenner, the family is the core context for human development. However, the 

relationships within the family are influenced by other systems. For example, parent-child 

relations may be enhanced or diminished by third parties and the extent to which families can 

foster child development successfully depends on the support of other contexts. This theory 

guided the research questions and, interpretation and discussion of its findings. 

 

The aim of the study was to investigate how young-school aged children spend their time 

during the hours after school. Within the after school context there were three main research 

focus areas: children’s behaviour as a developmental outcome of care arrangements and 

activities they participate in; children’s and mothers’ satisfaction with time they spend 

together and different models of OSHC adopted by participant schools. These three areas 

describe aspects of the child’s microsystem, as theorised by Bronfenbrenner. 

 

Teachers, mothers and OSHC coordinators rated children’s behaviour by using the Strengths 

and Difficulties Questionnaire (Goodman, 1997). Relationships between care arrangements 

and activities and children’s behaviour were explored. Using an ecological design, other child 

and family characteristics and previous child care arrangements were also investigated in 

relation to children’s behaviour. These characteristics included maternal education, 

employment, parenting style, number of children in the family and the child’s position within 

the family.   

 

The second focus area examined mothers’ and children’s satisfaction with the time they 

spend together. As more mothers are working outside the home and children are receiving 

more non-parental care than in the past, there is a concern that mothers and children are 

spending less time together. This concern is based on the recognition of the importance of 

parent-child relations in the development of children. Mothers and children were asked if 
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they were satisfied with the time they spend together or if they would like more time 

together. 

 

The third focus area explored the models of OSHC adopted by the seven schools. Guided by 

Bronfenbrenner’s theory, the levels of support afforded to OSHC coordinators to deliver 

services were also examined. Similar to Bronfenbrenner’s assertion that parent-child 

relationships could be enhanced or diminished by third parties, it was proposed that the more 

support coordinators were given, the more time they could give to programming and fostering 

relationships with children, which would result in increased quality of care. Principals, OSHC 

coordinators and area coordinators were interviewed in order to investigate the models of 

OSHC and levels of support available to the coordinators. 

 

Specifically, the research questions were:  

1. Are children’s after-school care arrangements related to their behaviour? 

2. Is children’s participation in extra-curricular activities related to their behaviour?  

3. How are child and family characteristics including maternal parenting style, previous 

early child care experiences, family status and number of siblings related to children’s 

behaviour? 

4. Are mothers and children satisfied with the time they spend together?   

5. What are the models of after-school care?  

6. What are the levels of support available to OSHC? 

 

This study is important for several reasons. Only two studies have investigated the effects of 

school-aged care in an Australian sample (Elliot, 1998; Howie, 1996). Over a decade has 

passed since these studies, and in that time, the number of children attending Out of School 

Hours Care has increased considerably and changes in child care regulations have sought to 

improve the quality of care received by children. This study adds to the literature on school-

aged care and the effects of non-parental care. In particular, the results can provide further 

evidence in understanding of non-parental care and behaviour. While US studies suggest that 

extensive early child care is associated with problem behaviour (NICHD Early Child Care 
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Research Network, 1998, 2002, 2004b, 2007), Australian researchers have not found this link 

(Love, et al., 2003). 

 

Findings from this study are also important because it can provide Australian data pertaining 

to children’s behaviour and the association with third variables such as maternal education, 

employment status, parenting styles, family status, gender and number of children in the 

family. Much of the literature on interaction between these variables comes from the United 

States and cultural differences between Australia and the US may mean findings are not 

transferable to the Australian context. The findings on participation in extra-curricular 

activities will also add to the Australian literature on young children’s development. Studies 

examining the effects of extra-curricular participation generally use adolescent and late 

childhood samples.   

 

This study addresses two gaps in the literature by a) targeting a young school-aged sample 

and b) investigating the relationship between participation in extra-curricular activities and 

behaviour in an Australian sample. Similarly, this research addresses the lack of Australian 

data of young children’s satisfaction with the time they spend with their parents. Previous 

research has examined older children’s perceptions rather than those of younger children. 

After-school care has largely been ignored in the literature despite increasing numbers of 

children accessing OSHC. As well as knowledge about the effects of participating, greater 

understanding of how care is provided is also needed. The more information available to 

governments and agencies the better able they are to formulate policies and recommendations 

for care provision. In terms of why we study child development, the findings from this study 

will potentially assist parents make decisions about their children’s care arrangements and 

participation in extra-curricular activities in the hours after school as well as inform policy 

about OSHC. 
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Methodology  

A mixed-method embedded case study was used to explore young school-aged children’s 

time after school in a set of seven schools in a small geographical area in a regional city in 

north Queensland, Australia. An embedded case study was chosen to examine the various 

research questions within the bounded system, in this case the set of seven schools. This set 

included two state schools, three Catholic schools and two independent schools. The children 

were aged between five and nine years and enrolled in Prep to Year 3. Participants in the 

study were principals, teachers, mothers, children, OSHC coordinators and assistants. Both 

qualitative and quantitative data were collected; emanating from interviews, surveys, 

behaviour reports, parenting questionnaires and document analysis. Data analysis consisted of 

non-parametric statistical tests for the quantitative data and generic qualitative data analysis, 

case description and explanation building for the qualitative data. 

Delimitations 

Children’s developmental outcomes were limited to their behaviour in this study. The effects 

of after school activities on other children’s outcomes such as social skills or peer relations, 

academic achievement, self esteem and confidence may have been different, however they 

were beyond the scope of this thesis. Behaviour was chosen as a developmental outcome 

because behaviour can be an important predictor of children’s current and future successes or 

failures.   

 

While children were asked whether they were satisfied with the time they had with their 

mothers and their fathers, only mothers were asked about their satisfaction. Similarly, only 

mothers were asked to complete the parent survey and give information about their education 

levels, employment status and parenting style. The decision to use only mothers in the sample 

was based on mothers being considered the primary caregivers, mothers having high 

participation rates in behavioural research and being able to accurately observe children’s 

problems (Loeber, Green, & Lahey, 1990; Phares, 1997).    
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As a case study, the results relating to children’s behaviour can only be generalised to this 

population. However, readers may find similarities in their populations or samples. 

Furthermore, the findings from this study and other case studies of different populations may 

be aggregated allowing some generalisations to be made (Yin, 2009). More importantly, 

however, these findings were not meant to apply to all children. The sample was purposive as 

findings were sought for this group of children. In accordance with Bronfenbrenner’s (1979) 

theory, child development is not universal; rather it is dependent on the time, place, culture 

they live in and the services and resources available to them. As such single findings cannot 

represent all children.  

 

Contrary to the behaviour results, findings related to models of care can be generalised 

beyond this sample. The findings and recommendations from this study can apply to all 

OSHC services. This research project was limited to identifying and describing the different 

models of care and the levels of support the models afforded coordinators. As such this study 

did not examine the quality of care provided by OSHC beyond using the Quality Profiles 

awarded by the National Childcare Accreditation Council. While there are rating scales 

available to assess the school-aged child care it was deemed beyond the scope of the study. 

Chapter outlines 

Chapter One describes Bronfenbrenner’s ecological system theory which is the theoretical 

framework of the thesis. The chapter gives an overview of the literature on parenting styles, 

parent-child relations, SES and children’s behaviour. Gaps in the literature are indentified 

with particular interest afforded to how they may be applied in the Australian context.   

 

Chapter Two describes child care in Australia and reviews the literature on child care and 

school-aged care as well as research on participation in extra-curricular activities. As in 

Chapter One, gaps in the literature are discussed in relation to the Australian context. The 

research aims and questions are restated.  
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Chapter Three discusses the methodology used in the study and the rationale behind the 

selected research strategies. The case study design is based on Yin’s (2009) work. Data 

collection methods and instruments are described.   

 

Chapter Four describes the study participants as well as the seven schools and the OSHC 

service attached to each school. General characteristics of children and their families are 

detailed including information about family status, income levels, maternal employment, 

maternal education, after-school arrangements, participation in extra-curricular activities and 

parenting styles. 

 

The models of OSHC and the levels of support afforded to coordinators are reported in 

Chapter Five. Findings from interviews with principals and coordinators are discussed. Some 

comparisons of the models are made. The findings are triangulated with the Quality Profiles 

awarded by the NCAC and data from an interview with the director of the Queensland 

Children’s Activity Network. Recommendations are made as to how OSHC can better 

support coordinators.  

 

Chapter Six reports the findings from the study that relate to children’s behaviour and 

children’s and mothers’ satisfaction with time together. Associations between children’s 

after-school care arrangements, participation in extra-curricular activities, previous child care 

experiences and other child and family characteristics and their behaviour are reported.  

 

Chapter Seven discusses the results from Chapter Six and positions them within the relevant 

bodies of research. Possible reasons for the findings are given.  

 

 In the conclusion, the overall findings of the study are discussed. The research aims are 

revisited and final conclusions are made. The limitations of this thesis and future directions 

for further studies are presented. 
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Chapter 1  
Theoretical Literature Review 

The purpose of Chapter One is to provide a context for the study. In order to situate the 

research, a theoretical framework is outlined and broad concepts of parenting, socio-

economic status (SES) and behaviour are discussed. Bronfenbrenner’s Ecological Systems 

theory (1979) is used as a theoretical framework to explain children’s development. 

According to this theory, parents play a central role in children’s development. Furthermore, 

the environments where families live and work also influence the lives of both children’s and 

their parents. As such, the literature on parenting and parent-child relationships and SES is 

explored. The research on behaviour is reviewed, as behaviour is the main indicator of 

children’s development in this study.  

Ecological Systems Theory 

There is widespread agreement amongst child development researchers and developmental 

psychologists that children’s development is influenced by a range of factors within a broad 

social context. Children’s development is determined by their interactions with adults and 

peers in the contexts of the home, school, community, culture and society they live in. This 

idea is based on Urie Bronfenbrenner’s Ecological Systems Theory (1979) or bioecological 

model (1995) that explains child development by examining the child, their immediate 

environments and the influences of other contexts that may or may not involve the child.  

 

According to his theory, development occurs within social, cultural and historical contexts 

and is therefore not considered universal in most instances. In addition, development is 

considered phenomenological, where what matters is how children perceive their 

environments rather than how they may exist objectively (Bronfenbrenner, 1979). Children 

are viewed as active participants in their relationships and in creating their environments, and 

both biological dispositions and environmental forces are thought to shape development.  
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Bronfenbrenner’s model describes layers of environments encompassing the child and their 

family.  

Like a set of Russian dolls, the contexts of human development 

work in a nested fashion, each one expanding beyond but 

containing the smaller one. Each one also simultaneously 

influences and is influenced by the others. Thus the context of 

the family fits into that of the neighborhood; the context of the 

neighborhood into the larger contexts of city, work, and 

government; and all contexts into the largest context of culture.  

Whatever factors affect any larger context will filter down to 

affect the innermost unit, the family.  (2005, p 2.) 

The layers or systems surrounding the child include the microsystem, mesosystem, 

exosystem, macrosystem and chronosystem.   

                            

 

Figure 1.1 Bronfenbrenner’s ecological model of development (Vialle, Lysaght, & Verenikina, 2000). 
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The microsystem refers to the activities, relationships and roles in the child’s immediate 

settings of home, child care, school, church and community. The core context for human 

development occurs within the microsystem, where the family provides love and care, 

allowing the child to thrive (Bronfenbrenner, 2005).  

 

The mesosystem is made up of the interrelations between the different components of the 

microsystem such as the connection between home and school or home and child care. 

Development is enhanced when there are positive links including exchange of information, 

open communication, trust and mutual accommodation between the two components 

(Bronfenbrenner, 1990). Using the home-school example, open communication and similar 

expectations between parents and teachers should enhance development.  

 

The exosystem is comprised of settings that do not usually contain the child but impact on the 

child’s relations with others and their development. Parents’ workplaces and community 

resources, such as parks, libraries and government departments as well as local health and 

welfare facilities comprise the exosystem. Parents’ social networks are also part of the 

exosystem. These settings can either enhance or diminish parent-child relationships and their 

environments. Other elements of the exosystem including television, radio and the internet 

have an increasing influence on children’s development. 

 

The macrosystem is the collective beliefs, values, laws and customs of the society within 

which the child lives. It includes religion, culture and race, as well as socio-historical events, 

such as wars and economic downturns. Different social policies and patterns of beliefs and 

ideologies distinguish countries (and cultures) from each other and have an effect on 

children’s development. For example, depending on the country’s maternity entitlements, 

women will have varying time at home and levels of financial stress, which may, in turn 

affect interactions with their babies.   

 

These four systems are dynamic and ever-changing. The chronosystem describes these 

changes in the child’s environment over time. These changes may be externally or internally 
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imposed. Some examples of external changes could be the birth of a sibling, a family move or 

parental divorce. Internal changes could be the onset of puberty, illness or an accident. How 

they affect the child depends when these changes happen, for example a two-year old is less 

likely to be affected by a family move than a fourteen year old who will need to attend a 

different school and make new friends. These changes alter children’s relationships and their 

environments, which in turn affect their further development. As implied by the term 

bioecological, neither biological dispositions nor environmental circumstances control 

development. Rather the two forces work together to create the environments where children 

live. 

 

According to Bronfenbrenner (1990), “in order to develop--intellectually, emotionally, 

socially, and morally--a child requires participation in progressively more complex reciprocal 

activity, on a regular basis over an extended period in the child's life, with one or more 

persons with whom the child develops a strong, mutual, irrational, emotional attachment and 

who is committed to the child's well-being and development, preferably for life” (p. 29). That 

is, a child needs to engage in increasingly challenging activities with someone such as a 

parent, relative or caregiver where both child and adult are active participants. The activity 

must be done frequently over a long period of time. An example of this is shared reading, 

where books and dialogue about the books become more complex over time. 

 

As stated previously, the microsystem is the core context for human development as it 

contains the parent-child dyad. Parent-child dyads are primary dyads or relationships that 

exist phenomenologically for both members even when absent. That is to say that the two 

participants miss each other and think about the other when they are apart. These dyads are 

considered especially important in motivating learning and development. A child is more 

likely to acquire values, skills and knowledge from someone with whom they form a primary 

dyad than from someone who does not share this relationship (Bronfenbrenner, 1979). 

  

For optimal development children need family members who are actively engaged in their 

lives. Children need parents who love them, spend time with them, participate in activities 

with them and are interested in all facets of their lives. While other settings including school, 
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church, or day care are important to children’s development, none of these can replace the 

most important and basic social unit (Bronfenbrenner, 2005): 

….. it is the family that determines our capacity to function 

effectively and to profit from later experiences in other contexts 

in which human beings live and grow-the school, peer group, 

higher education, business, community, and our society as a 

whole. In all those settings, what we learn, as well as what we 

can contribute, depends on the families we come from and the 

families in which we now live. This is true from early 

childhood on, until the day we die. (p. 263) 

 

These family relationships are both bidirectional and reciprocal, that is, both adult and child 

influence each other’s behaviour. Adults affect children’s behaviour but children’s biological 

and social characteristics such as physical attributes, abilities and personalities also influence 

adult’s behaviour toward them. For example a friendly, cooperative child is likely to be 

treated differently than a sullen, defiant child. Further, how children are treated is likely to 

influence future behaviour. These patterns of interactions may become entrenched over time 

and have a lasting effect on development (Berk, 2000).   

 

Parent-child relationships may be enhanced or undermined by third parties. While the parent-

child dyad is the core context for development, a third party is necessary for the dyad to 

function effectively (Bronfenbrenner, 1979). The presence of an adult who has a positive 

relationship with and supports the parent enhances the parent’s ability to effectively interact 

with the child. Conversely, if there is no other adult or a negative or non-supportive 

relationship exists between the third party and parent, the parent’s ability to function 

effectively with the child is diminished. The third party need not be the other parent as 

studies from divorced families show that relatives, friends and neighbours can give the parent 

the required support (Bronfenbrenner, 2005).   
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The extent to which families can function effectively depends on the support of other 

contexts. All four systems - the microsystem, mesosystem, exosystem and macrosystem - 

play a role in supporting families’ ability to facilitate effective child development. Obvious 

influences included parents’ work, extended family, neighbourhood support, community 

health and welfare facilities. The support or lack of support from these settings will determine 

the confidence or stress that parents bring to their relations with their child (Bronfenbrenner, 

2005). 

The effective functioning of child-rearing processes in the 

family and other child settings requires public policies and 

practices that provide place, time, stability, status, recognition, 

belief systems, customs, and actions in support of child-rearing 

activities not only on the part of parents, caregivers, teachers, 

and other professional personnel, but also relatives, friends, 

neighbors, co-workers, communities, and the major economic, 

social, and political institutions of the entire society.  

    (Bronfenbrenner, 1990, p. 37).  

 

Finally, Bronfenbrenner and Morris (1998) propose that development is based on cumulative 

experiences. Hence, the characteristics of a person at any one time are the result of the 

characteristics and the environment of the person over the course of their life till that time. 

They maintain that experiences that are repeated and sustained, influence development more 

powerfully than experiences that are not sustained. For instance, regular child care 

arrangements over the course of a year will have much greater effect on a child’s 

development than one week of alternate care arrangements. Similarly, the developmental 

outcomes of today will influence future developmental outcomes (Bronfenbrenner, 1989).    

 

Bronfenbrenner’s ecological theory is widely recognised and respected because it focuses not 

only on the child but also on all the other relationships and environments that surround the 

child (Berk, 2006; Ceci, 2006) . His theory recognises that development is influenced by 

contexts and relationships that may or may not include the child. Children are acknowledged 

as active agents in their own lives and help shape their relationships with others. The 
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interactions between these relationships and environments explain differences in child 

development. As the theoretical framework for this thesis, applications of his theory will be 

discussed throughout the following sections and the next chapter. The next section briefly 

looks at moderating and mediating variables. In examining children’s development it is 

important to consider how variables may interact under different circumstances and change 

outcomes.  

Moderating and mediating variables   

Moderation and mediation have a central place in both developmental and ecological 

research. Moderating and mediating variables explain interactions between independent and 

dependent variables. Moderators and mediators are third variables that affect the relationship 

between two variables under investigation. A moderator can be a “qualitative (e.g., sex, race, 

class) or quantitative (e.g., level of reward) variable that affects the direction and/or strength 

of the relation between an independent or predictor variable and a dependent or criterion 

variable” (Baron & Kenny, 1986, p. 1174). According to their framework, moderation means 

that the causal relation between two variables changes as a function of the moderator 

variable. For example gender may moderate the effect of a reading program. One method of 

teaching reading may work better with boys than girls. Gender is the moderator variable 

because it moderates or changes the relationship between the independent variable (teaching 

method) and the dependent variable (reading achievement). 

 

In contrast, mediators try to identify and explain the relationship between the independent 

and dependent variables through the inclusion of a third explanatory variable, referred to as a 

mediator variable. For example, occupational type mediates the relationship between 

educational level and income level. It is the occupation type (which is often related to a 

person’s education levels) that accounts for their income level. According to Baron and 

Kenny, “a given variable may be said to function as a mediator to the extent that it accounts 

for the relation between the predictor and the criterion. Whereas moderator variables specify 

when certain effects will hold, mediators speak to how or why such effects occur" (p. 1176). 

Instead of hypothesising a direct causal relationship between the independent and dependent 

variables, mediation proposes that the independent variable causes the mediator variable, 
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which, in turn, causes the dependent variable. The mediator variable helps explain the 

relationship between the independent and dependent variable. 

 

When Bronfenbrenner first proposed his ecological systems theory, he argued that “in 

ecological research, the principal main effects are likely to be interactions” (1979, p. 38). 

Throughout his work Bronfenbrenner repeatedly refers to mediating and moderating effects. 

Similarly, other leading developmentalists have argued that “statistical interactions and 

moderator effects are the rule, not the exception” (Collins, Maccoby, Steinberg, 

Hetherington, & Bornstein, 2000, p. 228). Other researchers have further suggested that 

moderator and mediating variables are distinctive and not necessarily mutually exclusive 

(Sheeran & Abraham, 2003). 

 

Bronfenbrenner (2005) argued that poverty acts both as a mediating and moderating agent in 

Elder’s work (cited in Bronfenbrenner, 2005) on the effect of father’s unemployment during 

the Great Depression on family conflict and children’s development. Outcomes were worse 

for families where fathers’ temperament was described as difficult before the depression and 

those who had low income to begin with. Bronfenbrenner concluded that “poverty not only 

set the vicious circle in motion (a mediating effect) but also accelerated its downward course 

(a moderating effect)” (p. 79). 

 

It is also possible that under certain ecological conditions moderating effects can change 

direction. Negative forces may be transformed into positive forces and vice versa. 

Bronfenbrenner uses the example of Crockenberg’s (cited in Bronfenbrenner, 2005) studies 

to show a reversal in forces. Crockenberg’s initial study showed social networks enhanced 

mother-infant relationships by fostering maternal responsiveness. However, a later study 

revealed that for mothers living under highly stressful environmental conditions, social 

networks not only stop exerting a positive influence but can cause additional stress 

(Bronfenbrenner, 2005).  

Just as Bronfenbrenner’s ecological theory maintains that development does not occur in 

isolation but is rather a complex set of interactions between the different systems, this last 
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section on moderating and mediating variables illustrates that relationships between variables 

do not exist in isolation. Other third variables are always present and can act as moderators or 

mediators or even both. Wherever possible, findings related to interactions between variables 

are discussed in the literature review. The next section discusses the literature on parenting.   

Parenting  

According to Bronfenbrenner’s theory families are the core context for children’s 

development and parents play an essential role in developing children’s intellectual, social 

and emotional competencies that last throughout their whole lives. The vast number of 

studies investigating parenting reflects the importance placed on parents by researchers and 

theorists. Research investigating parenting has examined child rearing practices or parenting 

styles, the amount of time parents spend with their children, the nature of this time together, 

parents and children’s satisfaction with the time they have together and children’s perceptions 

of their parents’ work and time away from parents. These themes will be discussed in the 

following sections. Some researchers have made the distinction between parenting styles and 

parenting practices (Darling & Steinberg, 1993). Parenting practices are those behaviours 

parents engage in to socialise their children (e.g. disciplinary practices and involvement in 

schooling). According to Darling and Steinberg parenting styles describe the emotional 

climate provided by parents while parenting practices describe parental behaviours. Parenting 

practices are one way in which parents express their parenting styles. Despite this distinction, 

only parenting styles will be reviewed here due to the majority of studies investigating this 

variable. 

Parenting styles 

Within the literature on styles of parenting, researchers have identified two dimensions of 

parenting (Becker, 1964; Parker, Tupling, & Brown, 1979; Schaefer, 1959). The first 

dimension relates to parental warmth and acceptance against hostility and rejection. The 

second dimension relates to parental control, that is restrictiveness opposed to 

permissiveness. Maccoby and Martin (1983) refer to these two dimensions as demandingness 

and responsiveness. Baumrind (1989) defined demandingness as the use of direct 

confrontation and monitoring, patterns of firm and consistent discipline and high maturity 

demands. In contrast, parental responsiveness includes affective warmth, cognitive 
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responsiveness, attachment and bonding, unconditional acceptance, sensitive attunement, 

involvement, and reciprocity. Amato (1990) similarly described the two dimensions as 

parental control and parental warmth. Parental control describes the amount of supervision 

that parents’ exercise, the decisions parents make about their children's activities and friends, 

and the rules parents stipulate for their children. Parental warmth is defined as the expression 

of interest in children's activities and friends, involvement in children's activities, expression 

of enthusiasm and praise for children's accomplishments, and demonstration of affection and 

love. 

 

Based on her landmark research investigating parents’ child rearing practices of preschoolers, 

Baumrind (1967) identified three types of parenting styles; authoritarian, authoritative and 

permissive parenting. Since then a fourth parenting style has been recognised and is referred 

to as uninvolved parenting (Maccoby & Martin, 1983). These four parenting styles can be 

categorised under the two dimensions of demandingness and responsiveness. Authoritative 

parents are demanding and responsive while permissive parents are undemanding and 

responsive. Authoritarian parents are demanding and unresponsive whereas uninvolved 

parents are undemanding and unresponsive (Maccoby & Martin, 1983).   

Associations between parenting styles and children’s outcomes 

Authoritative parenting refers to parenting that is warm and responsive but sets firm limits on 

behaviour. Parents are involved in their children’s lives but are not intrusive. They expect 

appropriate mature behaviour, set reasonable limits and insist on obedience. Authoritative 

parents listen to their children’s opinions and encourage them to take part in family decision-

making. This democratic parenting style recognises and respects the rights of both parents 

and children (Berk, 2000). Research has shown children of authoritative parents are cheerful, 

self-controlled and self-reliant, have high energy and exhibit interest and curiosity in novel 

situations. These children are achievement oriented, have good relations with peers, 

cooperate with adults and cope well with stress (Hetherington, Parke, Gauvain, & Locke, 

2006).  Studies show that authoritative parenting predicts favourable development in children 

and adolescents from different nationalities, ethnicities, SES levels, and family structures (i.e. 

two-parent families, single-parent families and step-parent families) (Crouter & Head, 2002; 

Slicker, 1998; Vazsonyi, Hibbert, & Snider, 2003).   
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Authoritarian parenting characterises parenting that is harsh, rigid and unresponsive to their 

children’s needs. These parents often use power-assertive methods such as physical 

punishment to control their children. Authoritarian parents show little warmth or positive 

involvement with their children. They do not consider their children’s opinions or desires and 

as a result, the children in these families have little control over their environment. The 

characteristics associated with authoritarian parents include the children being moody, 

unhappy, fearful, anxious, passively hostile, deceitful, vulnerable to stress and alternating 

between aggressive behaviour and sulky withdrawal. Boys are more vulnerable to 

authoritarian parenting than girls, and long term outcomes include low cognitive and social 

competence and low self confidence (Hetherington, et al., 2006).   

 

Permissive parenting is distinguished by parenting that is lax and undemanding. These 

parents avoid making demands or imposing controls of any kind (Berk, 2000). They impose 

inconsistent discipline. Permissive parents are accepting of their children and encourage them 

to express their impulses freely. While some permissive parents genuinely believe in this 

style of parenting, for others it reflects a failure to take control of their children’s upbringing. 

In some cases permissive parenting “undoubtedly reflects parental inattention and 

indifference, rather than commitment to children’s rights. Children are allowed to fight 

because it takes too much effort from tired, depressed, or preoccupied parents to stop them” 

(Maccoby & Martin, 1983, p. 45). This style of parenting is associated with children’s 

behaviour that is aggressive, resistant, noncompliant and impulsive. Children of permissive 

parents tend to lack self-control, show little self reliance and have few goal-directed activities 

(Hetherington, et al., 2006). 

 

Uninvolved parenting describes parents who are indifferent to or actively neglect their 

children and are “motivated to do whatever is necessary to minimise the costs in time and 

effort of interaction with the child” (Maccoby & Martin, 1983, p. 48). Uninvolved parents 

focus on their own needs rather than those of their children, and as such, parenting is parent 

centered rather than child centered. When children are older, uninvolved parents fail to 

monitor children’s activities or know where they are, what they are doing or who their 
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companions are (Hetherington, et al., 2006). Children of uninvolved parents have been 

referred to as neglected children and behaviours associated with this type of parenting include 

impulsivity, aggressiveness, moodiness, non compliance, irresponsibility, immaturity and low 

self esteem. Older neglected children are linked with truancy, association with troubled peers, 

delinquency and arrests, and precocious sexuality (Hetherington, 2006).  

 

Parenting studies have also revealed other findings related to parents’ gender and SES. 

Despite the paucity of research on paternal parenting style, mothers report more authoritative 

parenting than fathers (Winsler, Madigan, & Aquilino, 2005). This is thought to be because 

mothers invest more time and effort in parenting than fathers and that women are more 

socialised into a parental role than men (Corwyn & Bradley, 1999). Viewed from an 

evolutionary perspective, women invest more in childbearing and rearing and therefore have 

greater experience and awareness of different parenting styles. In terms of SES, authoritative 

parenting is more frequently reported in higher socio-economic families while authoritarian 

parenting is more often reported in lower socio-economic families (Hoff, Laursen, & Tardif, 

2002). Parents from different SES backgrounds value different children’s qualities. Parents 

with low SES often emphasize external characteristics such as obedience, politeness, 

cleanliness and neatness, while parents with SES parents emphasise psychological traits such 

as happiness, self-direction, curiosity and cognitive and social maturity (Berk, 2006). 

 

Differences in parental expectations can be partly explained by parents’ work conditions. 

Based on Kohn and Schooler’s research on work and personality, Parcel and Menaghan 

(1994) argued that the working conditions that parents experience on the job influence their 

child-rearing values and provide a model of the kinds of behaviors they encourage in their 

children. Parents promote the kinds of behavior that are rewarded in their own lives at work. 

Occupational complexity and opportunities for self-direction and autonomy on the job are the 

critical dimensions of parental working conditions that influence these child-rearing values 

and behaviors. Parents who hold occupations of high complexity place less emphasis on 

direct parental control, but rather encourage children's internalization of parental norms. In 

contrast, parents whose jobs are routinised, low in complexity and allow little autonomy and 

self direction, demand conformity and obedience from their children. Parents with high SES 
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are more likely to hold occupations with high complexity that allow them autonomy, while 

parents with low SES are more likely to hold occupations with low complexity that afford 

few opportunities for self-direction.  

The associations between authoritative parenting and positive educational, social, emotional 

and cognitive developmental outcomes have been consistently established amongst middle-

class Caucasian families (Baumrind, 1989; Chao, 2001; Darling & Steinberg, 1993; Park & 

Bauer, 2002; Querido, Warner, & Eyberg, 2002). Similarly, the links between permissive and 

authoritarian parenting and poorer developmental outcomes have been consistently reported 

in the same sample of children (Baumrind, 1989; Chao, 2001; Park & Bauer, 2002; Steinberg, 

Mounts, Lamborn, & Dombush, 1991).  

 

While the associations between parenting styles and children’s outcomes are widely 

recognised, some investigators have criticised these findings arguing that causal relationships 

from correlational studies have been erroneously assumed (Harris, 1998; Rowe, 1994). They 

argued that rather than authoritative parenting bringing about well-adjusted child behaviour, 

it is cooperative competent children that make it easier for parents to be firm and responsive. 

According to Harris (1998) and Rowe (1994), parent behaviour is guided by children’s 

behaviour and most of the correlations between parenting styles and children’s behaviour can 

be explained by children’s genetic dispositions. Other researchers have refuted Rowe and 

Harris’ claims by proffering evidence that shows parents do have a profound effect on their 

children and can modify their children’s behaviour (Berk, 2005; Collins, et al., 2000; 

Maccoby, 2000). The disparity in assumptions can be explained by Bronfenbrenner’s (1979) 

theory, which states that relationships are bidirectional whereby both children and their 

parents influence the behaviour of the other. The next section explores how parent-child 

processes can be moderated by child characteristics and parenting training. 

Moderators of parenting styles 

Children’s temperaments elicit different responses from parents. Irritable or difficult infants 

receive less sensitive care than non-irritable infants (van den Boom & Hoeksma, 1994). In 

their study, irritable infants received less visual contact, effective stimulation, physical 

contact, soothing, involvement and responsiveness to positive signals from their mothers. 
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Similarly, parents of difficult young children often employ coercive and punitive discipline to 

which the children react with defiance and disobedience (Lee & Bates, 1985; Patterson, 

1980). These types of interactions influence both parents and children’s behaviour towards 

each other. Parents and children also develop expectancies of the other’s behaviour based on 

past interactions and behaviours (Kuczynski, 2003). These interactions and expectancies both 

sustain and promote the child’s difficultness (Berk, 2006). 

 

Not only can different child temperaments inspire different parenting styles, the same 

parenting style may produce different outcomes for children with different temperaments. 

Developmentalists agree that it is unreasonable to expect that parenting styles have the same 

effect on all children. Parents may need to use different strategies and exert more or less 

effort to bring about the same outcome in different children (Collins, et al., 2000). Research 

into the socialisation of conscience showed that gentle maternal discipline promoted 

conscience in temperamentally fearful toddlers but not in fearless toddlers. For fearless 

children, conscience was promoted by maternal responsiveness and close emotional bonding 

(Kochanka, 1997).    

 

Intervention studies show that a change in parenting leads to a change in child adjustment.  

Boys whose mothers were assigned a year of parent training and support showed fewer 

behaviour problems as reported by mothers, teachers and the boys themselves (Forgatch & 

DeGarmo, 1999). Through the course of the parenting program, mothers reduced their use of 

coercive discipline and were more positive in their parenting. Long-term effects were found 

in another parent intervention program where adolescents showed reduced symptoms of 

mental disorder; rates of diagnoses of mental disorder; levels of externalising problems; 

marijuana, alcohol, and other drug use; and number of sexual partners six years after the 

program was completed (Wolchik, et al., 2002). Similarly, another study found that after 

several weeks of parent training, children’s misbehaviour had diminished and parents viewed 

their children more positively – benefits that were evident one to four years later when 

compared to families who had not received the intervention (Patterson & Fisher, 2002).   
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Not only do parent and child characteristics influence parent-child interactions but the 

neighbourhoods where families live can also affect parenting styles and children’s responses. 

Researchers have revealed associations between residing in a poor neighbourhood and less 

maternal warmth (Klebanov, Brooks-Gunn, & Duncan, 1994). The authors speculated two 

reasons for this lack of warmth. First, it may be adaptive in dangerous areas where parents 

may want to teach their children to adjust to a harsh environment. Second, mothers may 

exhibit less warmth because of the danger and social isolation that comes from living in a 

poor neighbourhood. These mothers may show less warmth to everyone including their 

children. Such behaviour may be adaptive for mothers rather than for the socialisation of their 

children. Other research has demonstrated that parents adjust their management strategies to 

match the demands of the neighbourhood they live in (Furstenberg, Eccles, Elder, Cook, & 

Sameroff, 1999). Parents who live in dangerous neighbourhoods are more likely to be 

controlling and restrictive. There is evidence that authoritarian parenting has better outcomes 

for children living in dangerous neighbourhoods than authoritative parenting (Beyers, Bates, 

Pettit, & Dodge, 2003; Hetherington, et al., 2006). 

 

The importance of parents pertains not only to their parenting styles but also to the quality of 

their relationships with their children. According to Bronfenbrenner (1979) children need to 

spend extended time in the company of their parents to allow for progressively more complex 

reciprocal activities to occur. There are concerns that as families spend more time apart as a 

result of increased maternal employment and non-parental care that children are being denied 

opportunities for development. This next section explores the literature related to parental 

time use, parental employment and parent and child satisfaction with time spent together in 

an effort to investigate how employment and non-parental care impacts parent-child relations.   

Time spent with children in the past and present 

Despite public concern that mothers are spending less time with their children due to 

maternal employment and despite the increase in non-parental care, research suggests that 

parents are in fact spending more time with their children than ever before. It is assumed that 

more time together is associated with better quality relationships between parents and their 

children (e.g., warmer, better communication, more supportive, less hostile and coercive) and 

better outcomes for children (e.g., mental health, academic engagement and performance). 
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When looking at mothers’ time use over the decades, the amount of time mothers spent with 

their children in the past may have been overestimated (Bianchi, 2000). Bianchi argued that 

mothers’ unpaid work, domestic chores and the use of other family care reduced the actual 

time that mothers spent with their children, and that fathers also spend more time with 

children than in the past. Parents also spend more time with their children nowadays on 

account of lower fertility rates and parents being older and better educated (Sayer, et al., 

2004). Fewer children should mean parents have more time available per child and parents 

who have delayed childrearing and intentionally chosen to become parents may be more 

willing to spend time with their children. There is also evidence that higher educated parents 

spend more time with their children despite spending more time outside the home in work-

related activities (Guryan, Hurst, & Kearney, 2008). Parental concerns about children’s safety 

and a change in cultural expectations of “good mothering” and a “good childhood” are also 

cited as reasons why parents are spending more time with their children than in the past 

(Sayer, et al., 2004) .   

 

Parents have changed their parenting behaviour over time and ethnographic researchers refer 

to the emergence of “intensive mothering” and “involved fathering” in recent decades 

(Coltrane, 1996; Deutsch, 1999; Hays, 1996). Parenting is seen to be child centered, 

emotionally demanding and reliant on expert guidance. Furthermore, parents consider family 

time as an important experience that produces long-lasting and happy memories for children 

(Daly, 2001; Shaw, 1992). There is little Australian data in relation to changes in parenting. 

 

The literature employs various terms to refer to the different uses of the time mothers spend 

with their children. In this thesis however, engaged time (e.g. reading a book together) will 

refer to when mothers are directly engaged in an activity with the child. Non-engaged time 

will refer to time when mothers are with the child but not directly engaged in an activity 

together. One such example could be when the mother is doing the laundry and the child is 

playing somewhere else in the house.  

 

Evidence from time-use research indicates that compared to the past, parents have increased 

the engaged time they spend with their children. A comparison of time-use diaries from the 
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1920s with those of the early 1980s showed no difference in the average number of hours per 

day that mothers spent with their children in white, middle-class, two-parent families in 

America (Bryant & Zick, 1996). However, the amount of engaged time for married mothers 

increased from 0.6 hours per day in 1924-31 to 1 hour in 1981. In another study, mothers 

increased their engaged time with children from 1.5 hours a day in 1965 to 1.7 hours a day in 

1998 (Bianchi, 2000). More recently parents’ time-use data from 16 industrialised countries, 

including Australia, were examined. The researchers concluded that, “despite the increase in 

women’s labour force participation and despite the time pressures from work, parents today 

appear to be devoting more time to childcare than they did 40 years ago” (Gauthier, 

Smeeding, & Furstenberg, 2004, p. 664). It was noted that both employed mothers and 

housewives have increased the time they spend on child care. Labour saving devices such as 

washing machines and dishwashers must be responsible in part for the increase in time 

mothers spend with their children.   

 Employment status and time with children 

While research shows that women are spending more time with their children than in the past, 

there is a difference in the amount of time mothers spend with their children between mothers 

in paid employment and those not in paid employment. Employed mothers do spend less time 

with their children, however, it is not an hour-for-hour reduction (Bianchi, 2000). An early 

study compared time use in two-parent families where both parents were employed with 

those families wherein only one parent was employed. On working days, employed mothers 

spent less time overall with their children than non-employed mothers and spent less engaged 

time with children; less time educating and playing with preschool-age children, and less time 

“having fun” with children of all ages (Nock & Kingston, 1988). Non-employed mothers 

spent more than twice as many hours with their preschoolers (nine hours compared to just 

over four) but less than one hour more in direct child care and play/education. The majority 

of the time non-employed mothers spent with their children was in household chores (i.e. 

non-engaged time). Researchers concur that working mothers strive to protect the engaged 

time and reduce the non-engaged time they spend with their children (Bryant & Zick, 1996; 

Nock & Kingston, 1988; Sandberg & Hofferth, 2001).    
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More recently data from two national US surveys revealed that non-employed parents spend 

63.8 total hours per week with children on average, compared with 49.3 hours for parents 

employed part-time, and 36.5 for parents employed full-time (Milkie, Mattingly, Nomaguchi, 

Bianchi, & Robinson, 2004). Non-employed parents spent 20.5 engaged hours with their 

youngest child, compared with 14.9 hours for parents employed part-time, and 12.6 hours for 

those employed full-time. No differences were noted between single parents and married 

parents in both total time and engaged time. In Australia, similar trends in working parents’ 

time have been established. In 1992, employed parents devoted 2.1 hours to child care per 

day compared to 3.0 hours per day of child care spent by non-employed parents (Miller & 

Mulvey, 2000). While there are group differences in time spent with children, research is yet 

to reveal how meaningful these differences are and how they affect parent-child relationships. 

Parents and children’s satisfaction with time together 

Another direction of research related to parental employment has been the investigation of 

whether parents and children are satisfied with the amount of time they spend together. In a 

slight variation of this theme, one study (Galinsky, 1999) asked children what they would 

change about their parents’ work. Over 1000 children in Grades 3 to 12 were asked “If you 

were granted one wish to change the way that your mother’s/your father’s work affects your 

life, what wish would that be?” The children were given a list of ten wishes to choose from. 

There were differences in children’s wishes for their mothers and fathers. Nearly a quarter of 

the children (23 percent) wished their mother would earn more money, 20 percent wished 

their mother would be less stressed and 14 percent wished their mother would be less tired by 

work. Only 10 percent of children wished that their mother would spend more time with 

them. The same number of children wished their father would make more money (23 

percent). However the children’s next greatest wish was that their father would spend more 

time with them (15.5 percent). This was closely followed by wishing their father would be 

less stressed by work (15 percent) and less tired by work (12 percent).   

 

That children want more time with their fathers is not surprising given that fathers generally 

spend less time with their children. When parents were asked how they thought their children 

would respond, the majority thought the children would want more time. The children’s 

answers reveal that they are interested in quality of time spent with parents rather than 
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quantity. In other words, children would rather engage with a relaxed, energetic mum than a 

stressed, tired mum. Different results may have been revealed if the children were given the 

opportunity to choose more than one wish. 

 

Polatnick (2002) cautioned against surface reading of children’s views. Using semi-structured 

interviews with 22 children aged 10 – 12 years she found children’s feelings about spending 

more time with parents were complex and contradictory. Children were reluctant to criticise 

their parents’ working arrangements and there was noticeable stuttering, stammering and 

pauses as well as other body language which demonstrated a repression of feelings within the 

children’s responses relating to time with their parents. She found that children were aware of 

parents’ financial responsibilities and took them into account when considering their own 

desires. Polatnick warned that children’s resignation to arrangements does not mean they are 

satisfied with them. Furthermore, children were aware of societal pressures and did not ask or 

even expect time with their parents.    

 

Studies uncovered mixed findings on parents’ and children’s levels of satisfaction. In a large 

US study using two different but nationally representative samples, children were more 

satisfied than parents with the time they spent together (Galinsky, 1999). In the sample of 

1023 children, 60 percent said they were happy with the amount of time they spent with their 

parents. In the other sample of 605 employed parents, 44 percent of mothers and 56 percent 

of fathers wanted more time with their children. Similarly, in another US study using data 

from two national surveys of nearly 2000 parents, 48 percent of parents reported having too 

little time with children (Milkie, et al., 2004). 

 

Unlike Galinsky’s (1999) findings amongst American children, Australian children are less 

satisfied than their parents with the time they spend together (Department of Families 

Housing Community Services and Indigenous Affairs (FaHCSIA), 2006). In the Australian 

Federal government report intended to parallel Galinsky’s work in Australia, 47 families with 

varying parent employment statuses were interviewed. Half the children said they would like 

more time with their parents. In contrast, two thirds of their parents were satisfied with the 

time they spent with their children. Among parents who worked full-time, this figure dropped 
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to one third. Interestingly, a disparity between parents’ and children’s ideas within families 

was revealed. In this, fewer than half of the parents with children who wanted more time, also 

wanted more time. In the aforementioned American study, Galinsky’s use of two different 

samples prohibited matching parents and children to directly compare responses within 

families.   

In another earlier Australian study investigating parents’ and children’s perceptions of after-

school care and family life, differences among parents and children in their levels of 

satisfaction regarding time together were revealed (Elliot, 1998). Using a larger sample than 

the FaHCSIA study, Elliot interviewed 98 children aged between eight and twelve years and 

their parents. Younger children were more satisfied than older children with the amount of 

time they spent with their parents. There was a significant difference between ratings from 

older children and their parents. Overall older children were less satisfied than their parents 

with the time they spent together. Elliot made no mention of direct comparison between 

children’s and parents’ satisfaction. 

 

Some studies have reported that employment status is not related to children’s and parents’ 

satisfaction with time spent together (Department of Families Housing Community Services 

and Indigenous Affairs (FaHCSIA), 2006; Galinsky, 1999). In her study ‘Ask the Children: 

What America's Children Really Think About Working Parents’, Galinsky (1999) reported, 

“In not a single analysis is the mother’s employment status related to the way a child sees his 

or her mother or father. Neither is her working part time or full time” (p.49). Similarly, in an 

Australian FaHCSIA study (Department of Families Housing Community Services and 

Indigenous Affairs (FaHCSIA), 2006), researchers noted a lack of strong and direct 

correspondence between time worked and satisfaction with time together. All possible 

combinations of work and satisfaction were identified. Some parents who worked full-time 

were satisfied with the time they spent with their child, while others who worked part-time 

were not.   

 

In contrast however, Milkie et al. (2004) using two national surveys with a combined sample 

size of nearly 2000, established that parents who were employed part-time and full-time more 

often reported too little time with their children than those not employed. Full-time employed 
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parents were two to three times more likely than those not employed to report too little time 

with their children. According to their data, the more time in paid employment, the more 

likely parents are to feel time strain with children. 

 

Time together and joint activities are important to both children and parents. According to 

Gauthier et al. (2004) engaged time in activities such as playing, is responsible for the 

increase in time parents spend in child care. Not surprisingly, children graded their parents’ 

parenting skills more highly, the more time they spent with them (Galinsky, 1999). In 

particular, children rated their parents more highly if they shared more regular activities 

together. In the FaHCSIA study (2006), both parents and children acknowledged that 

working parents had to try hard to make sure they spent time with their children and that lack 

of time and attention was potentially the greatest negative outcome of working on children. 

 

While there is some Australian data on parents’ time use that shows Australia is comparable 

to other nations in parents’ past and present time use, information about parent and child 

satisfaction with their time together is limited. Elliot (1998) used only working parents in her 

after-school care study; the FaHCSIA (2006) study had just six families where one or both 

parents were not employed. Research using more representative samples of varying 

employment statuses is needed. Furthermore, parents of younger children have largely been 

ignored in previous Australian research and, given the substantial numbers of children in this 

age group that receive non-parental care, information about their parent-child relations should 

be explored.  

 

As proposed by Bronfenbrenner (1979), development does not occur in isolation within the 

family unit but rather within different contexts. A condition that influences contexts is socio-

economic status (SES). Children and their families belong to different SES backgrounds. 

Family SES is a powerful predictor in many areas of child development (Hoff, 2003) with 

effects beginning prior to birth and continuing into adulthood (Bradley & Corwyn, 2002). 

SES can also moderate the effects of interventions and other programs, for example, 

enrichment programs for low birth weight children are most effective for children who come 

from lower SES groups (Hack, Klein, & Taylor, 1995). As such, studies must control for SES 
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effects or situate themselves within a specific context so that findings may be generalised to 

other similar contexts. In this study the latter has been applied where middle to high SES 

families have been targeted. A review of the literature on SES is outlined below. 

Socioeconomic status 

Although there is no universally agreed upon definition of SES, in general terms SES is 

acknowledged as a family’s or individual’s ranking on a hierarchy according to access to 

employment, wealth, power and social status (Mueller & Parcel, 1981). Socioeconomic status 

is typically demarcated by three levels: high SES, middle SES, and low SES. The terms high 

SES, middle SES, and low SES, respectively, refer to the upper, middle two, and lower 

quartiles of the population. The socioeconomic status of a family gives an indication of the 

family’s situation within the community (e.g. the choices they can afford in where they live 

and what they buy, how much influence they carry in political decision-making and what 

educational opportunities they can offer their children) (Ormrod, 2008). 

 

While SES is often considered as a unitary conceptual framework in the theoretical literature, 

most empirical studies have utilised a component perspective where multiple constructs are 

used to measure it (Bollen, Glanville, & Stecklov, 2001). The three main indicators of SES 

are family income, parents’ occupations and parents’ educational levels (Duncan, 

Featherman, & Duncan, 1972). The relations between the three main indicators - family 

income, education and occupation - are moderately correlated. However, while generally 

used in combination with one another, the three indicators of SES are unique and each 

measures a significantly different aspect of SES that should be considered separately (Bollen, 

et al., 2001; Hauser & Warren, 1997). 

 

Family income reveals the economic resources available to the family. Parental occupation 

refers to the status of jobs ranked according to the education and income required to attain 

particular career paths (Hauser & Warren, 1997). Socioeconomic indices like Duncan’s Index 

(Duncan, 1961) that are based on parental occupation generate information about the social 

and economic status of a family. The final indicator, parental education, is considered one of 

the most stable aspects of SES due to two factors. Education levels are established at an early 
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age and generally do not change over time. Parental education is a good indicator of parents’ 

income as income and education are highly correlated (Hauser & Warren, 1997). Parental 

education is associated with lifestyle traits and connotes level of acquired knowledge and 

cultural traits (Bornstein, Hahn, Suwalsky, & Haynes, 2003). Parental educational level is 

also an important predictor of children’s educational and behavioral outcomes (Dubow, 

Boxer, & Rowell Huesmann, 2009). Maternal education in particular, has become a central 

focus in the literature and when a single measure of SES is used, invariably it is nearly 

always maternal education (Bollen, et al., 2001). Maternal education correlates with SES as a 

whole and has been linked to parenting beliefs and behaviours across ethnic groups and 

cultures (Bornstein, et al., 2003). Higher levels of educational and occupational attainment 

and financial resources predict higher quality parenting (DeGarmo, Forgatch, & Martinez, 

1999). 

 

Due to inconsistencies with definitions of SES and how it is measured, there are considerable 

problems in interpreting the role of SES in research findings (Sirin, 2005; White, 1982). 

Depending on the unit of analysis (e.g. student performance) and the type of SES measure 

used (e.g. school SES versus individual SES), the same research question potentially yields 

different results. Furthermore, other variables such as age, ethnicity and school location can 

have moderating effects that alter the level of results (Sirin, 2005).   

 

There are well established relationships between SES and children’s developmental outcomes 

related to school participation. SES shapes children’s academic prospects before they enter 

school and continues to influence children’s development throughout their schooling 

(Alexander, Entwisle, & Horsey, 1997). Children from low SES families are more likely to 

attain low grades and test scores, repeat grades during their schooling and to drop out before 

finishing (Sirin, 2005). Many of these children receive no early education during the 

preschool years (Australian Bureau of Statistics, 2005; Select Committee on Children Youth 

and Families, 1990) and start school disadvantaged with lower cognitive skills at lower-

quality schools (Lee & Burkam, 2002).      
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Families with middle and high SES are often better able to prepare their children for school 

because they typically can access a wide range of resources that promote and support young 

children’s development (Bradley & Corwyn, 2002). Parents with high SES read more to their 

children, engage them in more conversations and provide more teaching opportunities than 

do low SES parents (Shonkoff & Phillips, 2000). These parents can afford high quality child 

care, educational toys and books at home and learning experiences such as trips to the zoo, 

visits to museums and libraries and lessons to develop skills. Families with high SES have 

better access to health services and information about social, emotional and cognitive 

development. Furthermore, these families are more likely to seek information to help them 

better prepare their children for school. Researchers have argued that children from low SES 

families have limited access to cognitively stimulating experiences and materials, which 

limits their cognitive growth and reduces their chances of benefiting from school (Bloom, 

1964; Hunt, 1961 as cited in Bradley & Corwyn). 

 

As children grow older, the gap widens between children’s cognitive developmental 

outcomes from different SES groupings. The differences persist between the groups and 

increase over time as a consequence of their cumulative impact (Entwisle, Alexander, & 

Olson, 1997). Differences between children from different SES backgrounds is perhaps most 

apparent in educational gains during summer vacations. During the school year all students 

make gains, however, students with high SES continue to make gains during the summer, 

while students with low SES made no gains or even regress (Entwisle & Alexander, 1993; 

Heyns, 1978; Murnane, 1975). While this research comes from the United States where the 

summer holidays are much longer than holidays in Australia, the findings are still relevant. 

Families with low SES lack the resources to support learning during the holidays. As stated 

previously families with higher SES can offer their children extra-curricular activities during 

the year. Participation in these activities is positively linked with school success including 

test scores, grades, school engagement and educational aspirations (Cooper, et al., 1999; 

Fredricks & Eccles, 2006b; Marsh & Kleitman, 2002).   

 

SES can also dictate choices in schools. Families with high SES can choose from a wide 

range of schools, while families with low SES are restricted to send their children to the 
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nearest local public school. In the United States, in the primary grades, there is more social 

class variation between schools than within schools (Entwisle & Alexander, 1993). This is 

because neighbourhood boundaries and primary school catchment areas generally match, 

meaning that children are likely to attend schools with children from similar SES 

backgrounds. Studies that compared low-SES schools with higher-SES schools revealed 

several important differences in terms of instructional arrangements, materials, teacher 

experience and teacher-student ratio (Wenglinsky, 1998). There are several funding 

differences between American and Australian schools weakening the comparability between 

the two schooling systems. In Australia government funding ensures greater equity between 

schools. However, contributions by Parents and Citizens Associations make significant 

differences to schools’ resources and can create inequities between schools.  

 

SES does not only apply to individuals or families. Schools and neighbourhoods can also be 

ranked according to their SES. Education researchers must decide whether to use students’ 

SES or an aggregated SES based on the school where the student attends (Caldas & 

Bankston, 1997) or the neighbourhood where the student lives (Brooks-Gunn, Duncan, & 

Aber, 1997). School and neighbourhood measures of SES vary in how they assess SES, 

however, both regard SES as a contextual indicator of social and economic well-being that 

extends beyond the socioeconomic resources students are afforded at home (Sirin, 2005). Yet 

it is important to note that the employment of aggregated SES measures may result in an 

‘ecological fallacy’ within the results. An ecological fallacy is a misinterpretation where 

conclusions about an individual are made upon group-aggregated data. Aggregated SES data 

based on school or neighbourhood levels cannot be interpreted as if they represent family 

SES variables in the same way that student-level SES data cannot be used to explain 

differences between schools (Sirin, 2005). While aggregated SES and individual or family 

SES can generate more information about students, schools and neighbourhoods when used 

in conjunction with each other, they are not interchangeable and cannot be used in the place 

of the other. 
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Social capital  

Within psychology, researchers often refer to Coleman’s constructs of financial capital, 

human capital and social capital as measures of family background (1988). Like SES 

constructs in the education literature, it is argued that family background is not a single 

entity, rather it is made up of at least three different components. Two of the three types of 

capital match the traditional indicators of SES. The following descriptions of the different 

types of capital are derived from Coleman’s work. Financial capital refers to the family’s 

income and wealth. Financial capital provides the physical resources that can promote school 

success: a fixed place in the home to study, learning materials such as computers, books and 

other resources, and financial resources that can alleviate family problems. Human capital is 

the equivalent of parental education. It provides the potential for the cognitive environment 

for the child that facilitates learning. While the human capital of parents has considerable 

effect on children’s development, it may become irrelevant to outcomes if parents are not an 

integral part of their children’s lives. If parents are too busy with work or other commitments 

and spend little time with their children and do not develop relationships, it is irrelevant 

whether the parent has a little or a lot of human capital.  

 

The last type of capital, social capital differs vastly from the third traditional SES indicator, 

parental occupation. Social capital within the family refers to the relations between children 

and their parents. In terms of school achievement, it is the time and effort spent by the parent 

with the child on intellectual matters. Social capital depends upon the physical presence of 

adults within the family, as well as the attention afforded to children by adults. Family status 

and number of siblings are used as measures of social capital. Family status refers to marital 

state of parents; number of siblings refers to the number of children in the family. Single-

parent families have less social capital than two parent families due to the lack of presence of 

one parent. Similarly, the greater the number of siblings in a family, the less attention can be 

given to each individual child.   

 

The importance of family status and number of siblings has been supported by other research. 

Only children and children with one or two siblings have significantly more education than 

children from larger families (Blake, 1989). Similarly, only children, first-borns and children 



 

 

41 

 

from two-child families had more positive developmental outcomes than children from larger 

families (Mellor, 1990). Overall, the amount of parent-child interaction is higher when there 

are fewer children. Marriage and fewer children are associated with higher verbal facility in 

children (Parcel & Menaghan, 1990). Coleman, Parcel and Menaghan argued that children 

benefit from mothers who are married, as this type of family allows greater access to adult 

time and attention, and economic resources. Alternately, marriage provides a third party 

necessary for parent-child dyad to function effectively as proposed by Bronfenbrenner 

(1979). Married parents can give support to each other, thereby supporting the parent-child 

relationship.  

 

Other evidence confirming the benefits of marriage for children’s development comes from 

research that shows children from divorced families display more problem behaviour than 

children from non-divorced families (Green, Anderson, Hetherington, Forgath, & DeGarmo, 

2003; Hetherington & Stanley-Hagan, 2002; Pruett, Williams, & Little, 2003). Researchers 

however, concur that family process is more important than family status and that behaviour 

problems associated with divorce often begin prior to parental separation, rather than as a 

consequence of divorce (Shaw, Winslow, & Flanagan, 1999). This too can be explained by 

Bronfenbrenner’s third party proposition, whereby conflicting parents do not support each 

other and undermine parent-child relations. 

 

Interactions between SES and other variables must be taken into account when considering 

developmental outcomes. According to Bradley and Corwyn (2002), disentangling how SES 

influences children’s well-being from other variables is difficult as SES often co-occurs with 

other conditions that affect development. For low SES children in particular, it is not easy to 

separate SES from third variables such as single parenthood, minority status or exposure to 

hazardous environmental conditions that can affect outcomes or intensify effects. They 

argued that the process leading to poor developmental outcomes could be related to family 

SES, a particular SES cofactor (i.e. single parenthood or minority status), a combination of 

the two, or possibly a third variable connected to both (e.g. family conflict). This argument 

should then also apply to high SES in the opposite direction where the combination of 

conditions and third variables accumulate to produce positive outcomes. As to be expected, 
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SES can both mediate and moderate child outcomes. Most research has focused on mediating 

factors with much less attention being paid to moderators of SES (Bradley & Corwyn). One 

such example is that access to cognitively stimulating materials and experiences act as a 

mediator between SES and children’s intellectual and academic achievement (Bradley, 1994; 

Brooks-Gunn, Kleitman, & Liaw, 1995; Entwisle, Alexander, & Olson, 1994; Guo & Harris, 

2000).   

 

Similarly, other factors such as parents’ involvement in children’s education or parents’ 

emphasis on education may explain higher levels of student achievement rather than SES per 

se (Toutkoushian & Curtis, 2005). Similarly, White (1982) who conducted the first meta-

analysis of SES and student achievement argued that it may be how parents rear their 

children (i.e. do they read to their children, take them to libraries, encourage them in school 

or help them with their homework) rather than their income, occupation and education that 

makes the difference. The large longitudinal Effective Provision of Pre-school Education 

(EPPE) studies concluded that what parents do with their children is the most important 

factor in predicting children’s development (Sammons, et al., 2002). The activities that 

support children’s development were reading, teaching songs and nursery rhymes, playing 

with numbers and letters, painting and drawing, going to the library and creating regular 

opportunities for play with friends.   

 

Family SES must be taken into account when considering children’s development because of 

its influence on health and well-being outcomes. Socio-economic status can both moderate 

and mediate children’s outcomes and is often difficult to disentangle from other variables. 

Socio-economic status is controlled for in many studies in order to separate its effects from 

other outcomes. However, research that situates itself within one SES group should gain a 

clearer understanding of the variables being examined. In this case, middle to high SES 

families are investigated. The following section reviews the research on children’s behaviour 

which is the main indicator of children’s development in this study. 

  



 

 

43 

 

Behaviour 

Children’s behaviour is widely assessed within developmental research as it is readily 

observable and can be measured using checklists. Children’s behaviour is important as 

problem behavior can be a risk factor in children’s development. The following section on 

behavior outlines how it is defined, why it is so important, how it is measured, differences in 

informants’ perceptions, behaviour in schools and changes in children’s behavior over time. 

Behaviour is central to this study as it is the main measure of child development. While the 

risks of problem behaviour are specified, the emphasis in this study is to investigate activities 

and care arrangements that promote optimal development which includes appropriate and 

good behaviour. 

 

Behaviour is defined as “the way in which one acts or conducts oneself, especially towards 

others; the ways in which an animal or person behaves in response to a particular situation or 

stimulus” (Behaviour, 2010). In psychology, there is a long-standing debate over whether 

behaviour is mostly determined by situational factors or by personality characteristics that 

remain consistent across situations. Despite their opposing positions, neither group denies the 

role of the other in explaining elements of behaviour (Pervin, 1985). Children’s behaviour 

has been categorised into dichotomous groups, externalising and internalising behaviour 

(Achenbach & Edelbrock, 1978; Liu, 2004). The former refers to a set of behaviour problems 

that are exhibited in children’s outward behaviour and reflect children negatively acting on 

the external environment. Externalising behaviours include conduct problems, aggression, 

opposition, hyperactivity and delinquency. These behaviours are also referred to as 

undercontrolled (Achenbach & Edelbrock). In contrast, children may develop internalising 

behaviour problems that include somatic, anxious, withdrawn and depressed behaviours. 

These problems affect children’s internal psychological states rather than their external 

worlds. Another term used to describe internalising behaviours is overcontrolled behaviours 

(Achenbach & Edelbrock). This behaviour classification is neither perfect nor complete and 

there is significant co-morbidity between externalising and internalising behaviour problems 

(Hinshaw, 1987). This means that children who are aggressive may also experience anxiety, 

and depressed children may display conduct problems. 
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Problem behaviour is a risk factor for children. The presence of externalising behaviour 

symptoms is often regarded as the single best predictor of risk for future conduct disorder and 

antisocial behaviour (Bennett, et al., 1998). Research has shown that among boys there is 

continuity in problem behaviour from childhood to adolescence (Broidy, et al., 2003). This 

research found that childhood physical aggression is the most consistent predictor of both 

violent and nonviolent offending in adolescence. Early nonaggressive conduct problems also 

increase the risk of later violent and nonviolent delinquency. There is also a great deal of 

continuity between patterns of externalising behaviour and risk-taking in early adolescence 

(Thompson, et al., 2010). Early behaviour problems also increase the risk of criminal 

behaviours, substance abuse, mental disorders, suicide and poor partner relationships 

(Fergusson, et al., 2007). A recent English longitudinal study that examined long term 

outcomes associated with externalising 

 

behaviour in adolescence from age 13 to 53 

concluded that adolescents who exhibit externalising behaviour experience multiple social 

and health impairments that adversely affect them, their families and society throughout adult 

life (Colman, et al., 2009).   

Studies have shown that disruptive behaviour in primary grades is a main predictor of 

academic difficulties, and high school non-completion (Alexander, et al., 1997; Ensminger, 

Lamkin, & Jacobson, 1996; Rumberger, 1995; Vitaro, et al., 2005; Vitaro, Larocque, Janosz, 

& Tremblay, 2001). Most students who do not complete school find it difficult to gain secure 

jobs and face a greater risk of exclusion in a society where active learning beyond schooling 

years is required (Lamb, Dwyer, & Wyn, 2000). Their incomplete education limits their 

economic and social well-being throughout their adult lives (Rumberger, 1987) and may 

place extra strain on welfare programs for housing, health and employment, as well as further 

subsidised education costing governments millions of dollars (Catterall, 1985; Levin, 1972). 

More recently, an English study showed antisocial behaviour at age 10 was a powerful 

predictor of the total cost of public services used by age 28 (Scott, Knapp, Henderson, & 

Maughan, 2001). Children who were rated by teachers as having conduct problems cost over 

three times as much as children without conduct problems, while children with conduct 

disorder cost 10 times as much as those without conduct problems. Children who had a 

conduct disorder or exhibited conduct problems made up 12 percent of the sample which is 
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typical of the population yet accounted for approximately half the public expenditure under 

review. 

 

Children’s behaviour is generally assessed by behaviour checklist and reports. Examples of 

these reports include the Child Behaviour Checklist (Achenbach, 1991a), the Strengths and 

Difficulties Questionnaire (Goodman, 1997), the Rutter’s Children's Behavior Questionnaire 

(Rutter, 1967a) and the Missouri Children's Behavior Checklist (Sines, Pauker, Sines, & 

Owen, 1969). The behaviour checklists are used with both community and clinical samples of 

children. Reports of children’s behaviour come from a variety of informants including 

parents, teachers, caregivers, mental health workers, peers, siblings and the children 

themselves. These informants observe children in different settings such as the home, school, 

clinic and neighbourhood and as such give reports of children’s behaviour in diverse 

contexts. 

Child Behaviour Checklist and related findings 

The Child Behaviour Checklist (CBCL/6-18) (Achenbach, 1991a) is the most widely 

recognised and employed measure in assessing children's emotional and behavioural 

problems (Reitman, Hummel, Franz, & Gross, 1998) and has been used in thousands of 

studies from 50 countries (B´erub´e & Achenbach, 2003). The CBCL consists of 118 

problem behavior items classified as internalising or externalising behaviors. There are a 

further 20 social competence items that measure school performance, functioning at home, 

peer relationships and social involvement. In conjunction with the CBCL/ 6 -18 which is 

completed by parents and caregivers, there are equivalent checklists for obtaining reports 

from teachers and children. Adolescents aged 11 -18 years can self report. A corresponding 

form for children aged 18 months to 5 years is available along with a teacher/caregiver form. 

Forms for direct observers and psychological examiners also exist. These three instruments 

have high internal consistency, test-retest reliability, construct validity, and criterion-related 

validity (Achenbach, 1991a, 1991b, 1991c). The checklists have since been updated.   

  

Studies using the CBCL have investigated how different informants compare to each other 

when reporting on children’s behaviour. Early findings of low correlations between the 
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groups led some researchers to question one or both the informants (Garrison & Earls, 1985) 

and to condemn them as unreliable (Gould & Shaffer, 1985). However, inconsistent measures 

do not necessarily mean that different informant’s ratings are invalid or unreliable. 

Informants observe children in various contexts and discrepancies between ratings may 

signify that the target variables differ from one situation to another (Achenbach, 

McConaughy, & Howell, 1987).   

 

Studies have revealed only moderate correlations between informants within similar contexts 

(between mothers and fathers, between teachers) and only modest associations between 

informants in different contexts (between teachers and parent, between children and parents) 

(Achenbach, et al., 1987; Grietens, et al., 2004; Offord, et al., 1996). From these findings, 

researchers and clinicians concur that information from the different raters is not 

interchangeable (Stanger & Lewis, 1993) and that each informant delivers a unique 

contribution, adding to the reliability of the clinical assessment (Merrell, 1999). 

 

 Parents and teachers are the two key informants of children’s behaviour. Both spend 

considerable time with children and can provide different perspectives of children’s 

behaviour. Their ratings are inconsistent with one another due to the different situations 

where they observe children. Teachers can offer valuable insights into children’s behaviour 

as they spend up to 6 hours a day with the children in school settings and develop norms in 

relation to child development because of their contact with multiple children (Saudino, 

Ronald, & Plomin, 2005). They are able to observe children for long periods of time with 

their peers (Abikoff, Courtney, Pelham, & Koplewicz, 1993) allowing them to make 

comparisons between children. 

 

Despite the advantaged position of teachers, mothers are the most frequent informants on 

children’s behaviour in both clinical work and research. As mothers are considered the 

primary caregivers, they have higher participation rates in behavioural research and it is 

assumed that they most accurately observe children’s problems (Loeber, et al., 1990; Phares, 

1997). Researchers have argued that mothers have the most contact with their children, and 

hence, they are more likely to report internalising problems than teachers or fathers (Treutler 
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& Epkins, 2003). This premise may be challenged with current levels of maternal 

employment. As stated previously many mothers now work outside the home and children 

receive nonparental care during hours outside of school. If mothers are spending long hours 

away from the home some may question whether they are still in a position to be aware of 

their children’s psychological states. Their time together may be further reduced when the 

few hours they spend together are at the beginning and end of the day when chores and meal 

preparation needs to be done.  

 

Inconsistencies between reports on children’s behaviour by mothers and teachers are also a 

result of the differences between home and school. At school, children must comply with 

school rules and expectations, share attention from adults who are not their parents, and 

achieve certain academic objectives (Dishion, French, & Patterson, 1995). These rules and 

expectations may be vastly different from the ones children experience at home, and as such 

elicit different behaviour from children. Informants’ ratings of children can be affected by 

their own psychological symptoms. The psychological symptoms of teachers, peers and 

siblings are related to their ratings of children’s behaviour (Epkins & Dedmon, 1999; Treutler 

& Epkins, 2003).   

 

Similarly, the quality of their parent-child relationship affects parents’ reports of children’s 

behaviour (Treutler & Epkins, 2003). Furthermore, unless being assessed by an independent 

observer, the child and informant have a relationship that affects the child’s behaviour. 

Relationships are bidirectional, which means that both individuals influence their interactions 

and shape their relations. Children will behave differently according to whether they like the 

teacher and want to please them, or whether they are scared of them, or whether they respect 

the teacher. Similarly, children’s behaviour may change depending on how much they like or 

dislike the activity. Many children who are considered problem children in the classroom are 

model students during sport lessons and vice versa. Finally, children’s behaviour is also 

affected by the match between their needs and parents’ child rearing practices and teachers’ 

educating practices (Hughes, Cavell, & Jackson, 1999).   
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Amongst informants, mothers are more likely to report more problems than professional 

workers such as teachers and caregivers (Lee, Elliott, & Barbour, 1994; Sawyer, Baghurst, & 

Mathias, 1992). According to parents who were asked to rate the accuracy of different 

informants (including mothers, fathers, teachers, children and peers), mothers were perceived 

to be more accurate than the others in reporting internalising problems, and mothers and 

teachers were perceived to be more accurate than the others in reporting externalising 

problems (Phares, 1997). When asked to rate the utility of children, parents and teacher 

behaviour reports, mental health workers perceived teachers to be better informants of 

children's hyperactivity/inattentiveness; mothers better informants of children's oppositional 

and conduct problem behaviour; and children and mothers better informants of children's 

internalising problems (Loeber, et al., 1990).   

 

Currently, both epidemiologists and clinicians recognise that multiple informants are 

necessary to provide information on children’s behaviours (van der Ende, 1999). Multiple 

informants provide a more comprehensive, reliable and valid representation of the child and 

reduce source and setting error variance (Merrell, 1999). These reasons should also apply to 

research, and studies should aim to include as many informants as possible to allow for 

different perspectives on children’s behaviour. 

Behaviour trajectories 

Several longitudinal studies have used the CBCL to examine behaviour trajectories through 

childhood and adolescence. These studies show that according to mothers’ or parents’ 

reports, externalising behaviour declines with age (Bongers, Koot, Van der Ende, & Verhulst, 

2003; Keiley, Bates, Dodge, & Pettit, 2000; Leve, Kim, & Pears, 2005; Miner & Clarke-

Stewart, 2008). Two of these studies also collected behaviour reports from teachers. In one 

study, teachers reported declines in externalising behaviours (Miner & Clarke-Stewart), while 

teachers in the other study reported slight increases in children’s externalising behaviours 

(Keiley et al.). In their discussion of findings, Keiley and colleagues proposed that 

kindergarten teachers may have lower expectations of student’s behaviour than teachers in 

the later grades and that mothers may become accustomed to their children's externalising 

behaviours over time when explaining the differences between mothers’ and teachers’ 

reports.  
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These trajectory studies also showed that girls have lower externalising behaviour scores than 

boys at all measurement times (Bongers, et al., 2003; Leve, et al., 2005; Miner & Clarke-

Stewart, 2008). In the two studies that collected behaviour reports from both mothers and 

teachers, teachers rated boys as having significantly more externalising behaviour than girls 

while mothers did not (Keiley, et al., 2000; Miner & Clarke-Stewart, 2008). Keiley and co 

colleagues suggested that the gender difference may reflect a higher level of opportunity for 

boys to clash with demands for restraint at school than at home. Social desirability may 

explain in some part this finding as well. Mothers may regard their children’s behaviour as a 

reflection of themselves or their parenting skills and rate their children as having more 

desirable behaviour. 

 

Research has also investigated predictors of externalising behaviours. Findings relevant to 

children rather than adolescents reveal that children were more likely to exhibit externalising 

behaviour if their mothers were less educated, less sensitive and harsher in their disciplinary 

attitudes (Miner & Clarke-Stewart, 2008). Children from lower SES families exhibited more 

externalising behaviour over time than did the children from higher SES families (Keiley, et 

al., 2000). These findings are directly related to those described in the parenting literature. 

Mothers from high SES families are likely to be more highly educated and use more 

authoritative parenting practices which are associated with better outcomes including 

behaviour.   

Behaviour in schools 

The following section addresses behaviour in schools and has been included for two reasons. 

Firstly, this study investigates school-aged children and as such information pertaining to 

behaviour in schools is relevant to these children. Secondly, teacher reports are widely used 

in the literature and in this study. Therefore it is important to understand the context from 

where they are making their judgements. 

 

According to the Queensland Government’s Smart Schools Smart Behaviour report, 

behaviour “broadly falls into two major categories: that which meets some predetermined 

expected standard (variously described as ‘good’, ‘acceptable’, ‘tolerated’) and behaviour 
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that falls outside this category (variously described as ‘bad’, ‘unacceptable’ and ‘not 

tolerated’)” (MACER, 2005, p. 11). Appropriate or good behaviour meets the expectations of 

the school community, while bad or problem behaviour does not meet expectations or is 

unacceptable. While this definition may appear too simplistic, it raises the issue that problem 

behaviour is only problem behaviour because it is perceived as such (Fontana, 1995).    

 

Whether behaviour is considered appropriate or a problem depends on the context and the 

person observing the behaviour. For instance behaviour that is acceptable on a sporting field 

is not acceptable during a church service. Similarly, in schools, behaviour that is appropriate 

in the playground is not appropriate in the classroom or during assembly. In the same way, 

different people have different tolerance levels for different behaviours. What is acceptable to 

one person may be unacceptable to another. In the school context, while one teacher may 

allow quiet conversation when students are working, another teacher expects total silence. 

Schools and some educational textbooks have more detailed definitions of misbehaviour that 

relate to damaging property and disrespecting of staff and students. Such detailed description 

narrows the range of behaviours that may be considered problematic, and lessens the 

importance of context and who is observing the behaviour. Behaviour that does not meet 

expected standards has been variously named as misbehaviour, problem behaviour, negative 

behaviour, disruptive behaviour, norm-breaking behaviour, antisocial behaviour, aggressive 

behaviour and challenging behaviour (MACER, 2005). For the purpose of this thesis, 

behaviour that does not meet school expectations will be referred to as problem behaviour.  

Incidence of problem behaviour 

Schools everywhere have identified behaviour and behaviour management as an area 

requiring attention (MACER, 2005). While most students comply with expected school 

behaviour, between five and 15 percent of students in all school systems require support 

beyond that provided by a classroom teacher to comply with expected behaviour (American 

Federation of Teachers, 2004). Australian researchers propose that classroom teachers can 

typically expect between two and nine students to have behaviour problems in a class of 30 

students (Beaman, Wheldell, & Kemp, 2007).   
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Early studies indicate a 3:1 ratio of boys to girls in frequency of problem behaviour 

(Wheldell & Merret, 1989). In their recent review of classroom behaviour studies, Beaman 

and colleagues (2007) stated that boys are consistently perceived as having more behaviour 

problems than girls in both primary and secondary schooling. Despite media reports and 

teacher perceptions that students’ behaviour has worsened over time, an Australian study 

reported little changes in the numbers of children with problem behaviour between 1984 and 

2002 (Jacob, 2005). The author observed that, “in both cases 20 years apart teachers reported 

that there had been a significant increase; yet the established percentage of children with 

difficult behaviour was approximately the same” (p. 6). 

 

According to a report by the Office for Standards in Education (Ofsted) who is responsible 

for inspecting schools in Britain, problem behaviour occurs most frequently in boys aged  

8 - 9 years and 12 - 15 years, students with special education needs and students from low-

income families wherein ‘anti-social’ behaviour is common among adult members (Ofsted, 

2005). According to the NSW Bureau of Crime Statistics and Research (2005), the following 

attributes are predictors of children attacking other children: being male, living in a sole 

parent family or with neither parent, receiving punitive parenting, having problems with 

family in the last six months, acting impulsively and having problems reading and/or writing. 

The greater number of attributes held by the student the more likely they are to exhibit 

problem behaviour.  

Chapter summary  

Bronfenbrenner’s Ecological Systems Theory was described as the theoretical framework for 

this study. The literature on parenting, SES and behaviour provided the background research 

relevant to the study. A short summary of the most salient points from each section as well as 

how these findings relate to this study and sample are given below. 

 

According to Bronfenbrenner children need to frequently engage in increasingly challenging 

activities with someone such as a parent, over a long period of time to develop socially, 

emotionally, cognitively and physically. Children are more likely to learn skills, values and 

knowledge from someone with whom they form a primary dyad than from someone who 
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does not share this relationship. While other settings including school, church or day care are 

important to child development, none of these are as important as the family unit. Children’s 

development is further enhanced when families are supported by other people and settings. 

Parents can better interact with their children when they are supported by a third party. 

Likewise, support from parents’ work places, community health and welfare services, and 

government policy that promote families all increase parents’ ability to foster effective child 

development. These arguments underpin this study and are referred to throughout the thesis.  

 

Socio-economic status can both moderate and mediate children’s outcomes and is often 

difficult to disentangle from other variables. This study has narrowed the sample to middle to 

high SES families in an attempt to better understand how the variables affect behaviour in 

these SES strata. Middle to high SES families are economically secure and can provide 

children with resources, opportunities and experiences that promote their development. 

Findings from this research therefore only apply to other similar populations and cannot be 

generalised to children and families from other backgrounds.    

 

Parenting research shows that children have better outcomes when parents adopt an 

authoritative parenting style. This style of parenting is characterised as warm and responsive 

but setting firm limits on behaviour. Authoritative parenting is more frequent among mothers 

and high SES families. Studies have also shown that the neighbourhoods where families live 

can also affect parenting styles and children’s responses. As the sample in this study consists 

of middle to high SES families living in safe suburban areas, the findings related to 

authoritative parenting should apply to similar settings. 

 

Time-use research shows that parents are spending more time with their children than in the 

past in spite of increasing numbers of women in the workforce and increasing numbers of 

children receiving non-parental care. Parenting behaviour has changed over time and is now 

considered to be child centered. It is important to both children and parents that they spend 

time together in leisure activities. The findings related to parent-child satisfaction with their 

time together are mixed but large overseas studies indicate that employment influences 

parents’ satisfaction. It seems likely that mothers in this middle to high SES sample would be 
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employed outside the home, and as a result children would receive some non-parental care.  

Mothers and children’s satisfaction with the time they have together is the second research 

focus area of the study. 

 

The section on behaviour established why positive behaviour is desired in young children. 

Problem behaviour often seen as externalising behaviour can begin the downward spiral of 

school failure and non completion, delinquency and reliance on state welfare. Mothers and 

teachers are the most common informants of children’s behaviour. Differences in informants’ 

ratings of behaviour are due to the different environments where they interact with children 

and the different expectations they have of children. Mothers, teachers and after-school care 

coordinators were asked to report on children’s behaviour. These ratings measured children’s 

development in this study. 

 

The next chapter will examine more applied findings that relate specifically to children’s 

activities in the hours after school, that is child care and participation in extra-curricular 

activities.    
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Chapter 2  
Applied Literature Review 

Chapter Two presents a critical review of the literature related to childcare comprising both 

early child care and school-aged care, and children’s participation in extra-curricular 

activities. In the previous chapter, Bronfenbrenner’s (1979, 1995) ecological theory was 

outlined as the theoretical framework for this thesis. The literature on parenting, SES and 

children’s behaviour was described to provide a context for the study. This chapter provides 

information relevant to the first research focus area, that is, how children’s care arrangements 

and activities affect their behaviour. While the current study focuses on school-aged children, 

research concerning early child care has been included in order to be consistent with 

Bronfenbrenner’s theory, where previous experiences must be taken into account. Children’s 

behavioural outcomes may be the result of earlier experiences. Furthermore, the children 

under investigation in this study are in the first years of primary school, and therefore early 

childhood experiences are more relevant than school experiences. Additionally, in Australia, 

Out of School Hours Care (OSHC) or school-aged care is one branch of child care. Perhaps 

most importantly, however, is that the issues surrounding child care are relevant for both 

early child care and school-aged care.   

 

This chapter begins with information about child care in Australia. Child care research 

findings from Australia and overseas comprising child care usage, quality of care, behaviour 

outcomes, parent-child relations and concerns about centre care are described. These findings 

were included as they relate most to the thesis research questions. Background information 

about OSHC in both Australia and the United States is presented before discussing the 

literature on school-aged care. The research on participation in extra-curricular activities is 

then described. The chapter concludes with the research questions.  
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Child care 

Child care usage 

In the latest Australian child care survey 43 percent of children aged 0 - 12 years participated 

in some form of child care (Australian Bureau of Statistics (ABS), 2008). This proportion is 

similar to those recorded in the 1999 and 2005 child care surveys. Child care is generally 

described as either informal or formal care. Informal care refers to care provided by other 

family members such as grandparents, siblings, aunts, friends, neighbours, babysitters or 

nannies. Formal care is provided by daycare centers, before and after-school care, family 

daycare and occasional care. During the ABS survey week, 22 percent of children used 

formal care, while 34 percent used informal care. The usual rate of informal care (not during 

the survey week) is slightly lower at 29 percent.   

 

Despite the large numbers of children using child care, most children receive relatively small 

amounts of care. While 13 percent of all children receive more than 35 hours a week of care, 

the median number of hours of care is 10 hours a week. Work-related reasons were most 

commonly cited by parents who required formal care for their children (ABS, 2008). 

However, there was a difference between parents’ responses according to the age of their 

children. While the main reason cited by parents for requiring formal care for school aged 

children was work related (77 percent), half of parents (51 percent) said they used early child 

care because it was ‘beneficial for the child’. Only 35 percent of parents who required formal 

child care for preschool children reported work related reasons (ABS). This difference in 

parents’ perceptions of child care is important and is discussed later in the chapter. 

 

While one parent families used child care more than couple families (56 percent compared to 

41 percent), both types of families were more likely to use informal care than formal care 

(ABS, 2008). It is thought that families prefer the familiarity of informal, home-based care 

providers rather than “strangers” in formal programs (Harrison & Ungerer, 1997), and that 

families use informal care to supplement formal care hours to meet work commitments 

(Edwards, et al., 2004). Other reasons families may use informal care over formal care may 

include economic advantage. Families may exchange services rather than finances, and 
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friends may have reciprocal agreements to look after each other’s children. Grandparents may 

wish to care for their grandchildren as a generative act. Multiple care arrangements including 

combinations of informal and formal care are becoming more common in Australia 

(Goodfellow, 1999; Harrison & Ungerer, 1997; Ochiltree & Edgar, 1995; Rodd, 1996). 

Findings from Child Care Choices (Bowes, et al., 2004) showed that nearly half the children 

in care have multiple arrangements.   

 

Research from the United States suggests that while families may use any number of child 

care arrangements research has shown that if extensive care is used in a given period it is 

likely to be used in other periods. The circumstances that lead to extensive care seem to be 

relatively stable over the child’s development; and once a pattern of extensive care begins, it 

may be likely to continue throughout childhood (Colwell, Pettit, Meece, Bates, & Dodge, 

2001). Another study revealed that children who spent more time in centre care compared to 

other types of care tended to spend more time per week in child care (NICHD Early Child 

Care Research Network, 2006).  

Child care research 

Child care has long been a source of contention for both parents and psychologists. In 

particular, questions have been raised about the outcomes of receiving nonparental care in the 

early years of children’s development. Trends of increased maternal employment, greater 

numbers of single-parent families and geographic mobility are unlikely to change, and as 

such the numbers of children in child care are expected to rise. Consequently, information 

about the developmental outcomes of attending child care has become even more important. 

While child care studies have proliferated over the past three decades, the debate continues 

over whether child care is or is not beneficial for children (Clarke-Stewart & Allhusen, 2005).  

 

Early studies generally compared children in different forms of child care to children in 

exclusive maternal care on a range of developmental outcomes including social, emotional, 

behavioural and cognitive competencies. Depending on the sample, methodology and 

research focus, different studies found different results. The failure to control for third 

variables such as socio-economic status, gender or age contributed to the variations in 



 

 

57 

 

findings. Researchers now recognise that the child’s individual characteristics, family 

characteristics and the child’s home environment must be taken into consideration. 

Furthermore, the quality, duration and history of care must also be taken into account.   

 

Selection effects must also be considered when investigating the effects of child care on 

developmental outcomes. Families are not randomly assigned different child care 

arrangements (Bornstein, Hahn, Gist, & Haynes, 2006) and families differ in parenting styles, 

family stress levels, parental education, social class, marital status and the neighbourhoods 

where they live. Children’s developmental outcomes may reflect a combination of factors 

which include child care rather than child care participation per se. Research shows that 

quality, quantity and type of child care are related to family characteristics and child 

outcomes at all ages. Children from higher SES families are more likely to use formal care, 

(centre care in particular), experience high quality care and spend more hours a week in care 

(NICHD Early Child Care Research Network, 1997, 2002, 2006).   

 

The child’s own personality will also determine their experience of child care. It has been 

suggested that children may have different experiences despite having the same care 

arrangement (Vandell & Corasaniti, 1990). It is easy to imagine that for a shy, anxious child, 

large group child care would be stressful, while the same care would be stimulating for a 

social and outgoing child. Taking into consideration factors beyond the type of child care is 

consistent with Bronfenbrenner’s (1979) ecological model. Child care does not exist in 

isolation and how children experience care, depends not only the child care environment but 

the child’s personality, their home environments and relationships as well as their previous 

experiences to date. 

 

Before describing research findings it is important to note the differences in child care 

between Australia and the United States (US). Australia’s national system of formal, 

government-regulated child care services arguably achieves a uniformly higher level of 

quality than is found in the US (Love, et al., 2003). In the US there are no universal 

regulations or standards for staff-child ratios, staff qualifications or enrolment size (Vandell 

& Shumow, 1999). These standards affect the quality of care children receive and 
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consequently may affect children’s social and emotional development. Consequently findings 

from the US may not be transferable to Australia. Despite this, care has been taken to include 

large studies that have tried to overcome previous criticisms of child care research. 

Parent-child relationships 

Many concerns surrounding infants and children attending child care have centered on 

whether parent-child relations are disrupted by non-parental care. The primary concern is 

whether children are able to form secure attachments with their parents due to the extended 

numbers of caregivers and time spent away from parents. Attachment is the strong emotional 

bond between infants and parents. According to John Bowlby’s (1969) theory of ethological 

attachment, the early relationship with the primary caregiver, usually the mother becomes a 

type of blueprint for future relationships. This “internal working model” is based on the 

mother’s availability and corresponding view of themselves as being strong or weak, being 

worthy or unworthy of love and affection or being confident or unsure of exploring the world 

around them. Consistent with this theory, then, is the concern that child care may impair the 

quality of infant attachment by either too little time with the mother or by developing a 

stronger attachment with the child-care caregiver (Clarke-Stewart & Allhusen, 2005). 

 

Despite these concerns there is no evidence that children in child care are unable to form 

attachments with their parents (Clarke-Stewart & Allhusen, 2005; Lamb & Anhert, 2006). 

Children’s attachment is usually assessed by the ‘Strange Situation’ (Ainsworth, Blehar, 

Waters, & Wall, 1978). This testing scenario measures attachment based on the child’s 

response to separation from and reuniting with the mother. While child care does not in itself 

affect attachment, it does seem to affect mother’s sensitivity to her child. Findings from the 

NICHD (1997) data set showed that child care did not affect attachment security or avoidance 

of the mother in the Strange Situation in children aged 15 months. There was a significant 

interaction effect where extensive hours of child care were associated with increased 

insecurity based on low maternal sensitivity and responsiveness.   

 

Sensitivity was defined as supportive, non-intrusive, engaging and positive maternal care. 

Child care was a small but significant predictor of maternal sensitivity and child engagement 
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even after controlling for child and family variables (NICHD Early Child Care Research 

Network, 1999). The more time children spent in child care predicted less maternal 

sensitivity and less positive child engagement. Similarly, in another study mothers of children 

in child care responded less promptly to their toddlers’ signals of distress than mothers who 

raised their children at home (Ahnert & Lamb, 2003). These findings suggest that the more 

time mothers spend with their children the more likely they are to know their child and their 

needs, and are able to respond accordingly.   

 

While most attachment research has centered on infants, the need for predictable, responsive 

and sensitive care during all stages of childhood is well recognised. Warm, engaging and 

supportive parent-child relationships are associated with social, cognitive and linguistic 

development (Collins, Harris, & Susman, 1995). Concerns for parent-child relations beyond 

infancy are based on the same principles that too much time away from parents may interfere 

with parent-child bonding. Time away from parents impedes development that stems from or 

is enhanced by parent-child interactions. These concerns are consistent with 

Bronfenbrenner’s theory that the family is the core context for children’s development. There 

is less opportunity for parents and children to interact when children are in care for long 

periods of time. This reduced time may be exacerbated by the fact that parents who work full-

time have less time for household chores such as preparing meals, cleaning and doing 

laundry. Once they have achieved these tasks they may have minimal time or energy to 

interact responsively with their children (Vandell & Corasaniti, 1990).   

 

The following section describes some of the literature on quality of care. As stated previously 

quality of care must be taken into consideration when investigating the outcomes of child 

care. More importantly, however, quality of care can be altered. Child care researchers and 

practitioners have endeavored to identify indicators of quality care and ways child care may 

be improved in order to enhance children’s experiences. 
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Quality of child care 

Researchers concur that some developmental outcomes may be influenced by the quality of 

care received by children (Lamb, 1998; Siraj-Blatchford, 2009). One of the most widely 

replicated findings in child care research is that higher quality care somewhat predicts 

enhanced cognitive-linguistic academic functioning (Pluess & Belsky, 2009). General 

definitions of high quality care include warm, supportive interactions with caregivers in a 

safe, healthy and stimulating environment, where early education and trusting relationships 

combine to support children’s physical, emotional, social and intellectual development 

(Clarke-Stewart & Allhusen, 2005).  

 

The National Institute of Child Health and Human Development (NICHD) measures quality 

of care in relation to structural features and process features (NICHD National Institute of 

Health, 2006). Structural features include group size, physical settings, caregiver 

qualifications, adult-child ratios and can be regulated by state or agency policy. Process 

features refer to the interactions between caregivers and children, and the programs and 

activities that children engage in. According to the NICHD structural features predict process 

features, which in turn predict children’s behaviour and development. In child-care settings 

that meet higher quality standards, caregiving is more positive and results in better children’s 

outcomes. Higher quality care was shown to be consistently linked with better cognitive and 

language development and with children who were less impulsive and displayed fewer 

behaviour problems than children who experienced low quality care (NICHD Early Child 

Care Research Network, 1998, 2000, 2001). More recently, the NICHD found higher quality 

care was associated with better vocabulary scores in the fifth grade (NICHD Early Child Care 

Research Network, 2007).   

 

In the Cost, Quality and Outcomes (CQO) (Peisner-Feinberg & Burchinal, 1997) study, 

quality of care in centre-care classrooms was related to children’s social and cognitive 

development. Children in higher-quality classrooms had more positive views of themselves 

and their competencies, higher levels of sociability, as well as performing better in language 

skills, pre-reading and pre-maths tests. Similarly, in the Sydney Family Development 

Program, quality of care was found to be an important predictor of child outcomes (Love, et 
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al., 2003). Quality was defined as formal, regulated care compared to informal, unregulated 

care. Children who had attended formal settings before age 30 months were rated by their 

school teachers as more outgoing and extroverted and less shy and anxious than children 

whose care had been in informal, non-regulated arrangements. Formal care was also linked to 

teachers’ higher ratings for competencies in learning. 

 

Given that previous experiences must be taken into account and that nearly fifty percent of 

children experience some child care, children’s current behaviour must reflect earlier 

experiences in some ways. The next section describes the research findings related to child 

care and children’s behaviour. 

Behaviour 

In their book “What We Know About Child Care”, Clarke-Stewart and Allhusen (2005) 

reported that  

children in child care tend to be less polite, less agreeable, less 

compliant with their mothers’ or caregivers’ demands and 

requests, less respectful of other’s rights, more irritable and 

rebellious, more likely to use profane language, more likely to 

be loud and boisterous, and more competitive and aggressive 

with their peers than children who are not or who have not been 

in day care (p. 90).  

This claim is supported by the growing body of literature that suggests that children with 

extensive experience in child care are more aggressive and less compliant. Furthermore, there 

is evidence that centre care has an enduring effect on behavioural adjustment (NICHD Early 

Child Care Research Network, 2007). These findings are based on behavioural assessments 

by parents, teachers, carers and observers. 

  

As early as 1964, research found that children who had experienced substitute care were 

significantly more self-assertive, less conforming and less impressed by punishment at six 

years of age, with results more pronounced for boys than girls (Moore, 1964). At ages fifteen 

and above, boys were still considered more aggressive and nonconforming compared to their 
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home raised counterparts (Moore, 1975). Since then numerous studies have found consistent 

results suggesting that extensive child care is related to more behaviour problems (Bates, et 

al., 1994; Belsky, 2000; Bornstein, et al., 2006; Haskins, 1985; Hoffman & Youngblade, 

1999; Vandell & Corasaniti, 1990). The NICHD studies found that children who attended 

child-care centres exhibited more behaviour problems (NICHD Early Child Care Research 

Network, 2002, 2004a) and that children who spent more time in non-maternal care were 

reported as having more behaviour problems at 24 and 54 months of age (NICHD Early 

Child Care Research Network, 1998, 2002, 2004b).  

 

More recently, NICHD researchers (2007) found that children with greater time in child care 

centres continued to exhibit increased behaviour problems through to the sixth grade. The 

effect of centre care on externalising problems remained significant and did not weaken over 

time. This was in contrast to other types of care where the same effects disappeared during 

that time. The authors concluded that “center care has a unique and enduring impact of a 

seemingly adverse kind” (p. 697). It is important to note that the behaviours reported in all of 

these studies were negative but not dysfunctional (Bornstein, et al., 2006) and that children in 

child care are in no way socially maladjusted (Lamb & Anhert, 2006). 

 

According to one NIHCD study there is a relationship between time spent in care and 

behaviour. The NICHD (2003) study found that a linear dose-response relation most 

accurately characterized the association between socio-emotional adjustment and child-care 

experience. More time in care was related to poorer socio-emotional adjustment including 

lower social competence. The study found there was no threshold or a certain number of 

hours of care that changed children’s socio-emotional development from positive to negative, 

instead a linear relation was found. More time spent in care predicted higher levels of 

problem behaviour, assertiveness, disobedience and aggression.   

 

In contrast, the Sydney Family Development Project (SFDP) found no relationship between 

quantity of care and mother reported problem behaviour, social adjustment to school or 

teacher-child conflict (Love, et al., 2003). Instead, they found instability of care over time 

affected children’s development rather than quantity or type of early care. Children who had 
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experienced a consistent pattern of changes in care were rated by teachers as having more 

conduct problems and less effective social skills. However, there was some support for the 

NICHD results in that quantity of care was negatively associated with teachers’ ratings for 

competence in learning, regardless of care type. Competence scores were highest for children 

who had attended higher quality care for fewer hours and lowest for children receiving more 

hours of lower quality care. The SFDP results suggest that more hours in care interfere with 

readiness to learn in the form of problems of attention (task orientation, distractibility) and 

interest (creativity, intelligent behavior), rather than behavior problems as proposed by the 

NICHD (Love, et al., 2003). 

 

It may be argued that the link between child care and behaviour problems is weak due to 

small effect sizes. An effect size indicates the size of an effect, or size of the impact a 

variable or intervention has in standard units. Child care accounts for smaller effect sizes than 

socio-economic status (Bates, et al., 1994) and parenting and child care quality (NICHD 

Early Child Care Research Network, 2006). Parenting characterised as sensitive and 

responsive has the strongest effect size. Quality of child care had about half to a third of the 

effect size of parenting, and centre care had only a quarter of the effect size compared to 

parenting (NICHD Early Child Care Research Network, 2006). Despite child care producing 

small effect sizes, the fact that they are consistently reported should indicate that child care 

does pose a potential risk for children developing behaviour problems. Furthermore, 

McCartney and Rosenthal (2000) argued that effects sizes are likely to be small in social 

science as a result of methodological limitations and should not be overlooked.  

Moderators of behaviour findings 

Within the child care literature there is also some evidence that boys and girls are affected 

differently by child care (Bates, et al., 1994; Baydar & Brooks-Gunn, 1991; Bornstein, et al., 

2006; Youngblade, 2003) and that boys may be more vulnerable to care than girls. However 

large sample studies including the NICHD, the National Longitudinal Study of Youth, and 

the Cost, Quality and Child Outcomes Study have not found any gender differences in 

children’s outcomes (Clarke & Allhusen, 2005).  
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More recently researchers have found that child care quality interacted with infant 

temperaments in predicting behaviour problems and social competence (Pluess & Belsky, 

2009). Children with difficult temperaments as infants exhibited more behaviour problems 

when faced with low quality care and fewer behaviour problems when experiencing high 

quality care than children with easy temperaments. This finding illustrates how children’s 

individual temperaments must be taken into account when examining the effects of care. In 

concordance with Bronfenbrenner’s (1979) theory, how children experience the world in part 

depends on their individual characteristics.   

Concerns about centre care 

As noted in the section on children’s behaviour there is something unique about centre care 

and how it affects children’s outcomes. There are particular concerns about child care that 

relate specifically to centre care. These concerns are based on group sizes, child-staff ratios, 

staff turnover and more recently cortisol levels that indicate high levels of stress in children. 

The reasons why children may find centre care so stressful include the length of the day, the 

constant interactions with many other children, and the need to manage security seeking 

behaviors around multiple adults. (Dettling, Gunnar, & Donzella, 1999). Dettling et al. 

argued that while these challenges may stimulate the development of social skills, they may 

also tax emotional resources and coping competencies. Cortisol levels indicate that a full day 

of care taxes children’s coping systems. Cortisol is a hormone which can indicate levels of 

stress. Normally, cortisol levels follow a twenty four hour cycle with the highest levels 

occurring in the morning and the lowest levels around midnight. Emotional and physical 

stress can increase cortisol levels (Watamura, Donzella, Alwin, & Gunnar, 2003). Increased 

levels of aggression and/or behaviour problems may result from some children finding child 

care stressful. 

 

A meta-analysis examining cortisol levels and day care reported increased cortisol levels 

during the day for children in daycare compared to those in home settings (Vermeer & van 

Ijzendoorn, 2006). This is in contrast with the daily rhythm in cortisol levels found for the 

home settings, with high levels early in the morning and either a decrease or no increases in 

cortisol. Age appeared to be the most significant moderator of this relation. It was shown that 

the effect of daycare attendance on cortisol excretion was especially notable in children 
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younger than 36 months. Quantity of child care was also reported to affect cortisol levels. 

The authors cited research by Gunnar, Tout, De Haan, Pierce and Stansbury (1997) that 

demonstrated that cortisol elevations were not apparent, or less evident, in children who 

attended part-time daycare.  

 

One Australian study examining care quality and cortisol levels showed that quality does 

matter. Sims, Guilfoyle and Parry (2005) measured how children’s cortisol levels related to 

child care quality. The sample of children attended 16 child care centres with differing levels 

of quality provision. Levels of high, satisfactory and unsatisfactory quality were in 

accordance with the Quality Improvement and Accreditation System (QIAS) run by the 

National Child Care Accreditation Council in Australia. The researchers found that children 

attending high-quality child care had lower cortisol levels across the day than children who 

attended satisfactory or unsatisfactory programs. Only in high quality care did children’s 

cortisol levels decrease throughout the day matching normal rhythms. The authors concluded 

that satisfactory quality care is not good enough and poor quality is bad for children. 

 

The association between children’s cortisol levels and their age has also been examined. 

Dettling, Gunnar and Donzella (1999) compared cortisol levels of young children and school-

aged children participating in full-day group care. The results showed that as children’s age 

increased, there was a steady decrease in the percentage of children exhibiting rises in 

cortisol over the child care day. The percentages of 3-, 4- and 5-year old children in a 

preschool child care center exhibiting a rise in cortisol from morning to afternoon were 82, 

63, and 50 percent respectively. The percentage of 6-, 7-, and 8-year old children in the 

school-age child care center exhibiting a rise in cortisol were 50, 31, and 27 percent, 

respectively. The authors also reported that child characteristics are associated with greater 

vulnerability to afternoon cortisol elevations when children are in full-day group care. 

Shyness in boys, and impulsivity, poor self-control, and aggression in both boys and girls 

were associated with greater increases in cortisol over the day. These findings remained 

constant when the variance associated with age was removed.  
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Recent research by Gunnar and colleagues that shows that children in family day care also 

have raised cortisol levels suggests that group size is not directly responsible for children’s 

cortisol rises in child care (Gunnar, Kryzer, Van Ryzin, & Phillips, 2010). However, group 

size affects how caregivers interact with children. Extensive early research showed that 

teachers in smaller groups engaged in more social interaction than teachers of large groups 

(Travers & Ruopp, 1978 as cited in Bronfenbrenner, 1979). Teachers of large groups spent 

more time observing children and interacting with other adults than teachers in small groups. 

Child behaviour also varied according to group size. Children in smaller groups were 

characterized by high levels of interest and participation while children in larger groups were 

observed more frequently to be wandering, non-involved, apathetic and withdrawn. There is 

some evidence that group size is more important than staff-child ratios. While low staff-child 

ratios are generally a sign of high quality care, if the number of children in the group 

becomes too large, children display negative behaviours regardless of the staff-child ratio 

(Bronfenbrenner, 1979). More recent research has shown children in groups larger than 

twenty to be apathetic, cry and act hostile (Clarke-Stewart & Allhusen, 2005).   

 

Depending upon the age of the children there may be up to 25 children in a group with two 

caregivers in childcare centres. As a result of these high child-adult ratios, caregivers are less 

able to give individualized responsive and sensitive attention (Bornstein, et al., 2006). 

Caregivers are unable to respond effectively to children’s patterns of distress and perhaps as a 

result are rarely sought out in later times of trouble once children have adjusted to child care 

(Ahnert & Lamb, 2000). Research has also suggested that caregivers’ relationships with 

children are based on the characteristics and dynamics of the group rather than individual 

children (Ahnert & Lamb, 2003). This is contrary to Bronfenbrenner’s idea that development 

best occurs in dyads where both members are actively influencing the other’s behaviour and 

actions. 

 

In centre care, children are likely to experience numerous caregivers. Group leaders are the 

main care providers for each group of children but assistants and other staff members also 

help care for the children. Depending on working shifts children may experience numerous 

caregivers in a single day. Further, childcare centres are well known for their high staff 
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turnover, increasing the number of caregivers children may be exposed to. Despite there 

being numerous caregivers, there are large numbers of children to every adult, and individual 

attention is received less often than in other forms of child care.   

 

The purpose of reviewing the literature on child care was to report findings that may be 

applied to Out of School Hours Care. Early child care research may be generalised to school-

aged child care as OSHC is a form of child care and can be likened to centre care where large 

numbers of children are cared for in a formal environment. As such, concerns about child 

care can be transferred to OSHC. Some children may find after-school care stressful 

especially after a day at school. Furthermore, most OSHC are medium to large services with 

50 to 100 children enrolled every afternoon, thus raising concerns about group size. Child 

care findings related to children’s behaviour are of particular interest as behaviour is the main 

indicator of children’s development in this research. Finally, many children have had some 

form of non-parental care before starting school, and these child care experiences have 

influenced their development and cannot be ignored when investigating their current 

developmental outcomes.   

 

The next section examines the literature on after-school care programs or Out of School 

Hours Care as it is referred to in Australia. Vandell and Posner’s (1999) model of after-school 

environments is described, followed by information about OSHC in Australia including 

participation rates, government funding and regulations. Research findings for after-school 

care arrangements from Australia and overseas are presented. 
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After school settings  

As noted in the introduction, children can spend their time after school in a variety of ways. 

These after school settings may differ dramatically in the social, cognitive and physical 

opportunities they afford children. The experiences children have in these environments may 

be stimulating, dull, lonely, relaxing or stressful. Similarly, children’s satisfaction with their 

arrangements may vary widely, as well as their role in decision making about after school 

experiences (Vandell & Posner, 1999). Children’s satisfaction is influenced by a number of 

factors including their age, maturity level and the company they share (Vandell & Posner). 

For instance, a ten-year old boy may feel too old to attend after-school care and wish to have 

more freedom, while an eight-year old only child may enjoy the contact with friends in the 

after-school program. Vandell and Posner argued that after-school arrangements do not exist 

in isolation but occur within a broader context of family, school and community. 

Furthermore, these arrangements occur within a developmental context. What is appropriate 

for one age group is generally not appropriate for another age group (i.e. walking to the local 

library and waiting there until a parent picks them up is inappropriate for a five-year old as is 

attending after-school care for a 14-year old). 

 

Based on Bronfenbrenner’s Ecological Systems theory (1979, 1989), Vandell and Posner 

(1999) have conceptualised after school environments as microsystems. Using this 

framework, after school settings are examined for the opportunities they afford children for 

interacting with parents, siblings, other adults, and peers. Activities within the setting are 

measured along with children’s and parents’ perceptions of these experiences. Figure 2.1 

shows a graphic representation of the framework. The following section explains the model 

and is based solely on Vandell and Posner’s work and references used come from their work. 
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Figure 2.1 Model of after-school environment conceptualised by Vandell & Posner ( 1999). 

 

According to Vandell and Posner’s model, children’s after school environments consist of a 

series of microsystems given that children experience more than a single setting during the 

afternoon and over a time period of a week or year. In this example the child spends time at 

home, in an after-school program and at the local shopping centre. Within each setting there 

is a potential array of social partners, roles and activities. The model also demonstrates that 

the after-school environment is situated within a broader social-ecological context. Children’s 

after school experiences and their families are linked in different ways. Families differ in 

which settings they choose for their children and selection effects may mean that family 

characteristics, rather than settings explain outcomes. Furthermore, family characteristics 

may moderate the impact of after school experiences. An example of this is how children 

respond differently to self-care experiences depending on whether or not parents distally 

monitor their children (Galambos & Maggs, 1991; Steinberg, 1986).   
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Vandell and Posner’s model also demonstrates an example of a mesosytem (or cross system) 

relationship between school and the after-school setting. Many after-school programs are 

located on school grounds and depending on whether the school is involved with the 

provision of care, there may be a link between school and care. Even if there is no formal 

link, however, the school environment may influence children’s after school experiences, or 

vice versa. Researchers have speculated that highly structured after school programs, in 

conjunction with highly structured classroom experiences, deprive children of the time 

needed for independent activities, physical activity, or “down time” (Rosenthal & Vandell, 

1996). 

 

The conceptual model also illustrates how the after school microsystem fits within the 

broader context of neighborhood and community. Children’s after school experiences occur 

in neighborhoods that vary in terms of availability of supportive adults and peers, objective 

measures of crime and of city services. The effects of after-school settings seem also to vary 

as a function of the neighborhood context. Formal after-school programs can operate as a safe 

haven within neighborhoods in which crime rates are high and time after school exposes 

youngsters to deviant peers, illegal activities, and violence (Halpern, 1992; Posner & Vandell, 

1994). These same programs may have a different meaning for children in suburban or rural 

neighborhoods (Belle, 1988; Vandell & Corasaniti, 1998), where some children perceive that 

program participation deprives them of opportunities to participate in team sports, join clubs, 

or play with friends. 

 

Consideration of after school arrangements and their relationship with the school, family and 

community is not enough to understand the effects of the after school environment. As the 

model shows, the after school environment must be placed within a developmental 

framework. Depending on the children’s developmental status and maturity, the effects of 

after-school experiences will vary accordingly. For example, there is evidence that being left 

alone has more negative effects on third graders emotional well-being than on fifth graders’ 

well-being (Vandell, Posner, Shumow, & Kang, 1995). Similarly, participation in supervised 

formal programs has been linked to better academic achievement for early elementary school 

children, but not for older children (Halpern, 1992; Vandell & Posner, 1995). Finally, the 
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child’s individual characteristics including gender and temperament must also be integrated 

within an ecological model of after-school care. Children’s characteristics influence their 

after-school placement and moderate the effects of that experience.  

After school settings in Australia 

In Australia, families may use a combination of parental care, self care, grandparent care, 

sibling care, sitter care, neighbor care and after-school care for their children during the hours 

after school. Like early child care, children may have multiple arrangements involving a 

combination of the above mentioned care types. After-school is considered formal care and 

may be school based Out of School Hours Care, family day care, long day centre care, or 

non-profit community programs such as Police Citizens Youth Club (PCYC). After-school 

care in Australia is part of Outside School Hours Care (OSHC) which includes before-school 

care, after-school care and vacation care. Outside School Hours Care provides children aged 

5 – 12 years of age with supervised and planned recreational activities in a safe and caring 

environment. Outside school hours care aims to meet the social, emotional, recreational, 

physical, intellectual and creative needs of the children attending these services (Law Reform 

Commission, 1994). After-school care is generally provided from the time school finishes 

until 6:00pm.  

Out of School Hours Care in Australia 

The percentage of children attending after-school care has doubled from six percent in 1996 

to 12 percent in 2005 and 2008 (ABS, 2007a; ABS 2008). In 2008, 253,000 or 12 percent of 

school aged children (5 to 11 years) attended before or after-school care. According to the 

Australian Bureau of Statistics this growth may reflect the increase in the percentage of 

children with employed mothers which increased from 53 percent in 1996 to 59 percent in 

2005 (2007a). Evidence that employment status is directly related to after-school care usage 

is provided by 84 percent of parents who cited ‘work related’ reasons for using before- and 

after-school care. Children whose mothers worked full-time were more likely to use before- 

and after-school care than children whose mothers worked only part-time. Similarly, children 

in one-parent families with an employed parent (either full or part-time) were more likely to 

attend before- and after-school care than children in two-parent families with one parent 

working (ABS, 2007a). 
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According to the 2008 Child Care Census, the average amount of time a child spends in 

before and after-school care is approximately six hours a week (ABS, 2008). However, many 

children spend significantly more time in care. The 2006 Child Care Census reported that of 

those children attending after-school, care 30 percent attended one day a week, 24 percent 

attended two days a week and 18 percent attended five days (DEEWR, 2008). Data from the 

previous census showed that 70 percent of children attended after-school care only, 20 

percent attended both before and after-school care and 9 percent attended before-school care 

only (Department of Family and Community Services, 2005). These hours in care should not 

be dismissed as inconsequential, as over the course of years the time spent in OSHC make up 

a sizable portion of children’s lives. 

 

In theory, families are able to send their children to any OSHC service regardless of where 

their children attend school. However, most families do not have the freedom to choose their 

OSHC provider. This is especially true in suburban areas where there are no other nearby 

services. According to Elliot (1998) choices are mostly based on locality; parents selected 

care on the basis of accessibility and availability within proximity to the children’s school. 

Elliot concluded that, “In reality, the notion of ‘selecting’ child care is a myth in Australia. In 

most cases there is only one realistic option determined by location that families must use 

regardless of their views on the program’s quality” (p. 389). 

After-school care studies 

In contrast to early child care, comparatively few studies have examined after-school care 

(Vandell & Posner, 1999). Most research has occurred since the 1980s in the United States. 

These studies have compared the developmental outcomes including academic achievement, 

school attendance, self esteem, social skills and behaviour of children in different after-school 

arrangements. As noted in the introduction, there are problems with transferring findings to 

the Australian context based on the underlying aims and intentions of after-school programs 

in the two countries. While both the US and Australia promote after-school programs as safe 

places for children to enjoy activities that enhance children’s development (DEEWR, 2010; 

Miller, 2003), there are considerable differences between the two. A brief description of 

after-school programs in the US is provided to illustrate these differences and why research 

findings may not apply to the Australian context. 
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Since the 1990s after-school programs (ASP) in the US have burgeoned (Halpern, 2002; Roth 

& Brooks-Gunn, 2003). These programs are available to children in kindergarten to Year 12 

and typically include assistance with homework, academic enrichment and recreational 

activities. The recent growth in ASPs has been attributed to the lack of caregivers in the home 

after school, the belief that economically disadvantaged children can improve their learning 

given more time and opportunities, and the high incidence of teen crime after school (Kugler, 

2001). The time after school is of concern to parents, policy-makers and educators alike who 

are interested in the developmental outcomes associated with how children and adolescents 

spend their time (Roth, Malone, & Brooks-Gunn, 2010). 

 

The No Child Left Behind Act of 2001 which aims to improve the performance of schools by 

increasing the standards of accountability for states, school districts, and schools, as well as 

promoting an increased focus on reading and maths has had a large effect on ASPs. The act 

has placed considerable pressure on educators to improve student academic outcomes and 

since much of the funding for ASPs comes from education budgets, after-school programs are 

often expected to incorporate academic achievement as an important goal (Granger, 2008). 

Many ASPs in the US have been aimed at low income children because their neighbourhoods 

tend to be less safe than those of middle-income children, and because they are at risk for 

academic failure and require additional time in educational activities to supplement school 

experiences (Lauer, et al., 2006). Studies have also indicated that, in comparison with middle-

income children, low-income children are more in need of after-school opportunities and 

more likely to benefit from them (Mahoney, Lord, et al., 2005; Miller, 2003).    

 

After-school program specifically catering for adolescents have received attention and 

funding given that the hours after school are the peak time for juvenile crime and risky 

behaviours such as alcohol and drug use (Gottfredson, Gerstenblith, Soule, Womer, & Lu, 

2004). Afer-school programs enable the delivery of intervention programs, including those 

that promote learning or discourage substance use and delinquency, in addition to providing 

the opportunity for adolescents to form supportive relations with adults (Gottfredson, Cross, 

& Soule, 2007). There is great public support for ASPs in the US where nine out of ten 
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Americans think that all youth should have access to after-school programs (Afterschool 

Alliance, Lake, Perry & Associates, 2008).  

 

Based on the common perception that ASPs have great potential to benefit children, 

adolescents and their communities, considerable federal, state, local funding and private 

money has been allocated to ASPs (Gottfredson, et al., 2007). As a consequence of this 

funding there have been numerous studies investigating whether participation in formal after-

school programs leads to academic improvements and other types of developmental gains 

(Roth, et al., 2010). Large meta-analyses of ASP studies by Durlak and Weissberg (2007), 

Redd et al. (2002) and Lauer et al. (2006) suggest that youth participating in APS show 

greater academic gains compared to non-participants. Program effectiveness, however varies 

greatly across programs and outcomes and according to Granger (2008) while the average of 

effects across studies for academic outcomes is positive, the modal result is the null finding. 

In other words, the few positive effects are large enough to offset the more numerous null and 

negative effects.  

 

Findings from these US studies cannot apply to the Australian context given that it does not 

have the proportion of low-income children who need additional educational opportunities, 

nor do we have adolescent programs aimed at reducing crime and risk-taking behaviours in 

the hours after school. Furthermore, OSHC does not seek to enhance academic achievement 

or offer any academic remediation or enrichment beyond assistance with homework if 

children desire it. Out of School Hours Care in Australia is a service to parents to care for 

children until they finish work. The different intentions of ASPs and OSHC make them 

incompatible for comparisons.  

 

Research related to children’s behaviour associated with ASP attendance may be more 

relevant to this thesis. Some ASPs do aim to modify children’s behaviour and even if it is not 

a specific goal of the program, children’s behaviour is likely to be affected in some way. 

Likewise, children’s behaviour is in all probability affected by attending OSHC. When 

considering the literature from the US it is important to be aware of the sample 

characteristics. Many of the ASPs are located in low-income neighbourhoods with large 
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minority populations, and most of them target children who are considered at risk of one or 

more negative developmental outcomes (Redd, et al., 2002).  

 

There have been mixed findings regarding children’s behaviour and ASP participation. Some 

findings have reported that ASPs reduce negative behaviours (Marshall, et al., 1997; Posner 

& Vandell, 1994), while other research suggests that after-school programs have no impact 

on student behaviour (Baker, 1996; NICHD Early Child Care Research Network, 2004a). 

Other studies have reported that after-school care increased negative behaviors 

(Massachusetts 2020 and Boston Public Schools, 2004; Vandell & Corasaniti, 1988). Two of 

the meta-analyses of children’s outcomes associated with ASP attendance described 

previously also investigated children’s behaviour. Redd et al. (2002) found that some 

academic-oriented programs improved social and emotional outcomes for participants, but 

their effectiveness was mixed. Similarly, a recent review that examined the impact of ASP 

aimed to promote personal and social skills, the authors found that youth who participated in 

after-school programs improved significantly in feelings and attitudes and indicators of 

behavioural adjustment (Durlak & Weissberg, 2007). Again, the impact of programs on 

behaviour was uneven with an array of positive, negative and neutral results.  

 

In contrast to these reviews an evaluation of the 21st Century Community Learning Centres 

ASPs showed no improvements in children’s behaviour as a result of attendance (James-

Burdumy, et al., 2005). The 21st Century is an American federal government initiative which 

has opened up schools for broader use by their communities. The program provides 

academic, enrichment and recreational activities in public schools during the after-school 

hours. Approximately one and a half million children and adolescents attend these programs 

and more than one billion US dollars are allocated to 21st Century programs each year 

(Afterschool Alliance, 2009a). An experimental design was used to assess the impact of the 

program on elementary and middle school students. Students were randomly assigned either 

to the 21st Century centre group (1,258 students) or to a control group (1,050 students). 

Control students could participate in any other after-school activities and programs but not 

21st Century after-school centres. For elementary students there was evidence of higher levels 

of behaviour problems among children attending the program compared to children in the 
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control group who did not attend. Specifically, more teachers reported having to call parents 

about behaviour problems and discipline children who attended the program compared to 

those children in the control group.  

 

In another report, the same authors demonstrated that nearly all the negative behaviour could 

be traced to boys (behaviour impacts for girls were close to zero and statistically 

insignificant), and to students who had a higher level of disciplinary problems at baseline 

(James-Burdumy, Dynarski, & Deke, 2006). The authors proposed three hypothesis as to why 

students who attended after-school programs were more likely to misbehave during school: 

(1) students may be more fatigued and acting out because they are spending more time in 

school, (2) students may be influenced negatively by peers with whom they are spending time 

during the after-school program, or (3) students could be misbehaving more because 

programs tolerated behaviour for which students would be disciplined during regular school 

(p.7). 

 

The contradictory results may be partially explained by the diverse research designs and 

sample characteristics of the different studies (Mahoney, Lord, et al., 2005). However these 

differences can also be explained by an ecological systems theory. Differences in children’s 

dispositions, environments and interactions in those settings can explain the discrepancies in 

results. According to Vandell and Posner, “these differences are meaningful and are related to 

(a) the specific aspects of the after school settings, (b) the families and neighbourhoods in 

which the care is situated, and (c) the developmental and individual characteristics of the 

children utilizing the care” (1999, p. 174). For example, after-school care seems to be more 

beneficial for children from low income families or high crime neighbourhoods where 

programs can provide enrichment, structure and safety that may not be available at home. In 

contrast, children from middle income and suburban areas do not seem to gain the same 

benefits (Mahoney, Lord, et al., 2005; Vandell & Shumow, 1999). 

 

Research investigating outcomes of attending after-school care in Australia has been limited 

to two studies (Elliot, 1998; Howie, 1996) and only one examined children’s behaviour. 

Howie (1996) compared developmental outcomes of children in parental care and those in 
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after-school care. Those children in parental care were further divided into two groups 

according to whether the mother was employed or not. Howie investigated differences in self-

esteem, anxiety levels, sociometric status, overall academic achievement and life-skills. No 

differences were found among the groups suggesting there were no detrimental outcomes 

from attending after-school care. However, Durkin (1996) argued that the sample may have 

been biased because only concerned parents participated in the study and these parents may 

have had higher parenting skills which may have countered any detrimental effects of after-

school care.   

 

Howie’s study was based on Vandell and Corasaniti’s (1988) study that compared self care, 

sitter care, maternal care and after-school care. This was one of the earliest studies that 

investigated the effects of different after-school care arrangements on developmental 

outcomes using a white predominately middle-class sample. In this study children who 

attended after-school care received significantly more negative peer nominations, had lower 

academic grades and lower standardised test scores than children in maternal care or self care 

(Vandell & Corasaniti, 1988). The authors proposed poor quality care, stigma attached to 

attending local daycare centers and selection factors to explain the results. Parents may have 

chosen to send their children to after-school programs in the belief that their children needed 

extra supervision, suggesting that these children already exhibited adjustment problems. In a 

later study, the authors suggested that attending after-school programs may have stopped 

children from participating in extra-curricular activities that are available to middle SES 

families (Posner & Vandell, 1994). It is also possible in these early studies that the results are 

due to poor quality care rather than child care per se (Vandell & Shumow, 1999). 

 

The other Australian study examined children’s and families’ experiences with school-aged 

care in terms of their levels of satisfaction, children’s friendships and the effect on family 

relationships (Elliot, 1998). Perceptions of both younger and older children were investigated. 

Elliot found that both children and parents had positive experiences with after-school care but 

that it was a necessity rather than an optional activity. While these children still had friends 

and participated in extra-curricular activities as did other children from similar suburban 

backgrounds; after-school care lessened their opportunities to play with friends in their 
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neighbourhood. Younger children were more satisfied with after-school care, while older 

children would have preferred more time at home to watch television and play with friends. 

Younger children were also more satisfied than older children with the amount of time they 

spent with their parents. There was a significant difference between ratings from older 

children and their parents. Older children were less satisfied than their parents with the time 

available for interaction.  

Care arrangements 

Despite any differences between the ASPs in the US and OSHC in Australia the trends in 

care arrangements in the hours after school are very similar. Care arrangements during the 

school years are appropriately unstable due to children’s increasing maturity and 

developmental needs. Like early child care, families use a variety of care arrangements 

including multiple arrangements. As children mature they are more likely to be part of the 

decision making of their care arrangements (Vandell & Shumow, 1999). In an early US 

study, researchers examining children’s after-school care arrangements from Years 1 to 5 in a 

longitudinal study found that both the amount and variety of nonparental care increases 

during these years (Pettit, et al., 1997). More recently, a national US survey reported that 73 

percent of elementary school students (K - Yr 5) and 65 percent of middle school students 

(Yr 6 - 8) were cared for by a parent or caregiver, while 55 percent of high school students 

were in self care (Afterschool Alliance, 2009b). The same report showed that 17 percent of 

elementary students, 12 percent of middle school students and 7 percent of high school 

students attended an after-school program.   

 

Similarly in Australia, data from the Australian Bureau of Statistics showed child care usage 

declines as children mature and become more independent (ABS, 2007a). In 2005, 38 percent 

of children aged 5 - 8 years received child care compared to 28 percent of children aged 9-12 

years. This trend was even more pronounced with use of before and after-school care, where 

15 percent of children aged 5-8 years used before and after-school care compared to only 7 

percent of 9-12 year olds.  
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Concerns about school-aged care 

Like early child care, there are concerns regarding the number of children in programs and 

constant change in carers within the Australian OSHC system. Many after-school programs 

have between 60 and 100 children enrolled each day. These are large groups of children and 

it seems reasonable to assume that staff cannot build relationships with so many children. 

This is further compounded by the fact that very few staff work every day given the casual 

nature of employment in OSHC. As such, it is unlikely in after-school care that children form 

primary dyads with carers or sustain progressively complex activities with an adult due to the 

large numbers of children in the group and changing staff members. As stated previously, 

children are more likely to acquire values, skills and knowledge from someone with whom 

they share a primary dyad than from someone who does not share this relationship 

(Bronfenbrenner, 1979). 

 

In an early study investigating children’s activities, researchers found girls preferred adult-

directed activities, while boys preferred peer activities with low adult involvement 

(Carpenter, Huston, & Spera, 1989). Using a predominately white middle SES sample of 

children aged 7 -11 years the results showed girls passed more time after school in extra-

curricular activities led by adults who provided information about expected behaviours, while 

boys spent more time in activities organised by themselves. While this study was not aimed 

directly at after-school programs, the findings can be transferred. These results suggest that 

after-school care may be better suited to girls given their preference for adult-directed 

activities than boys. Despite efforts by OSHC to allow children freedom and choice in 

activities, after-school care is ultimately structured and adult directed.  

 

Current and comprehensive Australian data concerning children’s participation in OSHC 

including developmental outcomes is necessary for several reasons. Nearly a decade has 

passed since the last Australian study investigating outcomes of OSHC. Since then changes to 

child care regulations have been introduced and there has been a large increase in the number 

of children accessing OSHC. Finding from the US findings may not be transferable to 

Australia due to the different purposes of programs discussed above, as well as different child 
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care regulations. Finally, this data will allow parents to make informed decisions about care 

arrangements they choose for their children.  

 

Another context where children spend time in the hours after school is in extra-curricular 

activities. Unlike most after-school programs, the groups of children participating are 

generally small and there are few changes in the group members and potentially less 

staff/adult turnover. The final section examines the literature related to extra-curricular 

participation. 

Extra-curricular activities 

As mentioned in the introduction, children's activities during out-of-school hours are 

important developmental phenomena. Participation in extra-curricular activities provides 

children with opportunities to develop social, cognitive and physical competencies, and social 

bonds (Larson & Verma, 1999). When children are involved in a variety of extra-curricular 

activities they develop interests and are exposed to different experiences and people 

(Fredricks & Eccles, 2006b). In relation to Bronfenbrenner’s (1979) theory of development, 

the complexity and content of children’s activities can be seen as an indicator of their 

psychological growth.  

 

Extra-curricular activities are sometimes referred to as organised activities and are 

characterised by structure, adult supervision, an emphasis on skill building and promoting 

positive development for the participants (Mahoney, Larson, et al., 2005). The word 

organised is used to describe these activities to separate them from other unstructured 

activities such as watching television, socialising with friends and swimming or playing 

soccer at home. The Australian Bureau of Statistics refers to formal and informal children’s 

activities to describe children’s leisure pursuits. For the purpose of this research, extra-

curricular activities will be used to describe children’s formal or organised activities.  
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Extra-curricular sports participation has decreased considerably in Australian children over 

the last 25 years. In 1985, 91 percent of boys and 90 percent of girls participated in at least 

one extracurricular sport (Pyke, 1985) compared to 70 percent of boys and 55 percent of girls 

in 2009 (ABS, 2009). More recently, there has been somewhat of an increase in the numbers 

of children participating in cultural activities (30 percent in 2003 to 34 percent in 2009) 

(ABS, 2009). 

 

There are a substantial range of extra-curricular activities available to children during the 

hours after school. These include enrichment lessons such as music, speech and drama, 

computer, and craft classes; Scouts and Guides clubs, organised sports such as soccer, 

hockey, tennis, netball as well as dancing, gymnastics and swimming. Children’s 

participation in extra-curricular activities increases through the primary years of schooling 

(ABS, 2009; Pettit, et al., 1997). In Australia approximately 74 percent of children aged 

between 5 and 14 years participated in either organised sports or cultural activities in 2009 

(ABS, 2009). Of these children, 63 percent of children played a sport outside of school hours 

organised by a school, club or association, and 34 percent of children were involved in either 

music, singing, dancing and drama activities. Girls participated more in cultural activities, 

while boys participated more in organised sports. The most popular cultural activities were 

dancing for girls and playing a musical instrument for boys. The most popular sports were 

outdoor soccer, swimming and Australian Football for boys, and swimming, netball and 

gymnastics for girls.  

 

Extra-curricular activities generally incur fees payable by parents and as such children from 

higher SES families are more likely to participate (Covay & Carbonaro, 2010; Dumais, 2006; 

Pettit, et al., 1997). According Covay and Carbonaro, education level, income, and 

occupational prestige are related to higher levels of participation in extra-curricular activities. 

Similarly the NICHD (2004a) reported that children are more likely to participate in extra-

curricular activities when mothers are more educated, mothers work fewer hours and families 

have higher incomes. In Australia, children are more likely to participate in extra-curricular 

activities if they are born in Australia or in English-speaking countries and live with both 

parents (ABS, 2009). 
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Like after school programs, much of the research on participation in extra-curricular activities 

in the US focuses on academic outcomes. Participation in extra-curricular activities is 

positively associated with academic outcomes, including grades, test scores, school 

engagement, and educational aspirations (Broh, 2002; Cooper, et al., 1999; Fletcher, 

Nickerson, & Wright, 2003; Marsh & Kleitman, 2002). Psychological outcomes such as 

higher self-esteem and lower rates of depression have also been linked to extra-curricular 

involvement (Barber, et al., 2001; Eccles & Barber, 1999; Mahoney, Schweder, & Stattin, 

2002). Furthermore, participation in a range of extra-curricular activities predicts more 

favorable academic adjustment, heightened psychosocial competencies and a more favorable 

peer context (Fletcher, et al., 2003; Fredricks & Eccles, 2006a). While these findings are 

related to adolescents, other research shows that younger children benefit from extra-

curricular during involvement and in the future.  

 

Even after controlling for child and family characteristics, children who consistently 

participated in extra-curricular activities during kindergarten and Year 1, had higher 

standardised test scores than children who did not participate regularly (NICHD Early Child 

Care Research Network, 2004a). Researchers concluded that “a key function of 

extracurricular activities in the early elementary grades is supplemental enrichment” (p.292). 

Similarly, other research showed that a moderate amount of extra-curricular activity in Year 1 

was related to higher social competency and fewer externalising problems up to Year 5 

(Pettit, et al., 1997). A moderate amount was defined as being between one and three hours a 

week. High amounts or more than four hours were not associated with these findings. These 

results were more pronounced for girls than boys. As to why there were sex differences, the 

authors suggested that the “extracurricular activities that girls seek out (or their parents seek 

out on their behalf) may be more competence-enhancing in general than the kinds of 

activities to which boys tend to gravitate” (p. 535).  Other studies show that involvement in 

extra-curricular activities during middle childhood is linked to positive achievement and 

emotional adjustment (McHale, et al., 2001; Posner & Vandell, 1999b). 

 

Research suggests that the relationship between time spent in extra-curricular activities and 

positive child and youth development is non-linear.  Children who participated in small to 
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moderate levels of activity-orientated care showed better adjustment than children who did 

not participate or those who were highly involved in extra-curricular activities (Pettit, et al., 

1997). Similarly, Marsh and colleagues (Marsh, 1992; Marsh & Kleitman, 2002) found that 

the relationships between extracurricular participation and indicators of youth development 

were initially positive for low to moderate levels of extra-curricular involvement, leveled off, 

and then became slightly negative at high levels of involvement. According to Cooper et al. 

(1999) extra-curricular activities may become detrimental to achievement if (a) the 

identification with an activity becomes so strong it displaces the broader school identity or (b) 

the time investment is so great that it leaves little time for other out-of-school, academically-

related activities, such as homework. While nonlinear relations have been found it is 

important to note, that in all of the studies mentioned, linear effects were stronger than the 

nonlinear effects (Fredricks & Eccles, 2006b). 

 

Researchers have investigated concerns put out by the media that children and adolescents 

are over-scheduled with their involvement in too many organised activities (Mahoney, Harris, 

& Eccles, 2006). In their analyses of extra-curricular studies, Mahoney and colleagues found 

limited empirical support for the over-scheduling hypothesis. For the majority of children and 

adolescents, participation is associated with positive developmental outcomes and less than 

one in ten could be described as overscheduled. Mahoney and colleagues concluded that, “of 

greater concern than the over-scheduling of youth in organized activities is the fact that many 

youth do not participate at all. The well-being of youth who do not participate in organized 

activities is reliably less positive compared to youth who do participate” (2006, p. 22). 

 

Other researchers have adopted person-centered analyses and examined how the diversity or 

number of activities affects participation outcomes. Several studies have shown that 

consistent involvement in a combination of extra-curricular activities is associated with the 

most favourable outcomes for children and adolescents (Bartko & Eccles, 2003; Fredricks & 

Eccles, 2006b; Mahoney, Lord, et al., 2005; Morris & Kalil, 2006; Shanahan & Flaherty, 

2001). Explanations as to why involvement in numerous activities is beneficial are outlined 

below. 
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There are a variety of reasons why participation in extra-curricular activities promotes 

positive development. These include supervision and guidance by adults, the opportunity to 

belong, and participate in age appropriate activities that afford opportunities to develop skills 

and competencies. The activities are challenging and meaningful, require sustained attention 

and clear feedback is given (Fredricks & Eccles, 2006b). Furthermore, the contexts in which 

extra-curricular activities are performed can be conceptualised as learning environments 

where there are distinct rules, scripts and goals. These learning environments provide a 

distinct set of socialisation experiences that provide an opportunity to learn a group of skills 

and a body of knowledge (Larson & Varma, 1999). Finally, participation in extra-curricular 

activities limits the time adolescents have to become involved in risky activities (Fredricks & 

Eccles). 

 

Consistent participation in extra-curricular activities allows the time for children to form 

warm, supportive and respectful relationships with peers and adults, learn socially-

appropriate behaviour and build intellectual, psychological and social competencies 

(Fredricks & Eccles, 2006b). Participation in extra-curricular activities can meet the 

requirements that Bronfenbrenner (1979) advocated for child development, involving 

frequent engagement in increasingly more difficult activities over a long period of time, with 

an adult, where both child and adult are active participants.   

 

Participation in extra-curricular activities appears to benefit all children, whether from 

advantaged or disadvantaged backgrounds. As stated previously, children from higher SES 

families are more likely to participate and subsequently benefit from these activities. 

However, while children from low SES families are less likely to participate in extra-

curricular activities (Posner & Vandell, 1999b), the effects of involvement are stronger for 

these children (Covay & Carbonaro, 2010; Mahoney, Lord, et al., 2005; Marsh & Kleitman, 

2002).  

 

Despite the evidence that participation in extra-curricular activities is associated with positive 

developmental outcomes for children, selection effects or self-selection factors may in fact 

explain these findings. There may be pre-existing differences between participants and non-
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participants. When these are taken into account the relationship between extra-curricular 

involvement and developmental outcomes may be weakened or fail to be significant 

(Fredricks & Eccles, 2006b). Children who choose to participate in extra-curricular activities 

may be more competent and have better social skills that make it easier for them to join these 

activities and benefit from them (McHale, et al., 2001; Vandell & Shumow, 1999). One study 

showed that children who spent more time in enrichment activities in younger grades 

exhibited better emotional adjustment in fifth grade and that those who were better adjusted 

to school as third graders were more likely to participate in enrichment activities in fifth 

grade (Vandell & Shumow, 1999).  

 

Moreover, the selection effects may be attributed to parents especially in the case of young 

children. Parents may play a considerable role in choosing their children’s activities by 

encouraging, allowing or mandating participation in certain activities. Furthermore, 

children’s involvement in activities may reflect parents’ willingness to devote the time to 

transport children to the activity, stay and watch or wait for them. These same parents may be 

more motivated to help their children in other ways that are correlated with academic and 

behaviour adjustment (Morris & Kalil, 2006). This suggests that parental involvement 

mediates the effects of extra-curricular activities. 

 

From the limited body of research on extra-curricular activities for young children, 

participation in such activities yields positive outcomes. Despite adolescents and young 

children being at different developmental stages, the literature suggests that children, no 

matter what age, benefit from certain amounts of participation in extra-curricular activities. 

Like most areas of developmental research, there is a lack of Australian data. Beyond 

investigating whether participation in extra-curricular activities is associated with positive 

outcomes for young children, other questions to be explored in the Australian context are 

whether the number of activities that children participate in and the amount of time they 

spend in participation moderate outcomes. 
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Chapter summary 

This chapter reviewed the literature relating to child care, after-school settings and 

participation in extra-curricular activities. These three areas pertain to the overall aim of the 

study to determine what care arrangements and activities during after school hours promote 

child development. Findings from previous research suggest that participation in extra-

curricular activities is beneficial to children’s development within certain boundaries. The 

outcomes of attending after-school care and early child care are not as clear. There is 

evidence for both positive and deleterious outcomes of receiving such care.  

 

For the past forty years, researchers have studied the effects of non-parental care on young 

children. The literature related to this thesis suggests that children still form attachments with 

their parents while attending child care. Quality of child care can moderate children’s 

developmental outcomes where high quality care is associated with positive children’s 

outcomes and low quality care is associated with poorer children’s outcomes. There is 

substantial evidence that indicates that children’s behaviour is adversely affected by centre 

care. Cortisol levels suggest that child care is stressful for young children and there are 

concerns with group size and number of caregivers in childcare centres.  

 

Far fewer studies have investigated the effects of attending after-school care. Most of the 

research comes from the United States where there is a strong emphasis on academic 

outcomes of attending after-school programs. In Australia, OSHC is still considered a service 

to parents to care for children in a safe supervised environment rather than an opportunity to 

develop children’s social, cognitive and physical abilities. The one Australian study that 

examined children’s outcomes from attending after-school care showed no adverse effects. 

The research on extra-curricular activities suggests there are beneficial effects for children 

and adolescents of all ages. Participation in these activities gives young people opportunities 

to develop skills and mix with new peers and adults in different environments.   
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The literature discussed in this chapter is important in guiding the research questions and 

discussing the findings of the study. The three main research focus areas are (1) children’s 

behaviour as a developmental outcome of care arrangements and activities they participate in, 

(2) children’s and mothers’ satisfaction with the time they spend together and (3) the different 

models of OSHC adopted by the schools. The specific research questions and hypotheses are 

presented below. 

Research questions 

1. Are children’s after-school care arrangements related to their behaviour? 

2. Is children’s participation in extra-curricular activities related to their behaviour?  

3. How are child and family characteristics including maternal parenting style, previous 

early child care experiences, family status and number of siblings related to children’s 

behaviour? 

4. Are mothers and children satisfied with the time they spend together?   

5. What are the models of after-school care?  

6. What are the levels of support available to OSHC? 

Based on the literature described in Chapters One and Two is it predicted that participation in 

extra-curricular activities (Question 2) will be positively associated with children’s behaviour 

scores as measured by the Strengths and Difficulties Questionnaire (Goodman, 1997). Lower 

behaviour scores reflect few or no behaviour problems while higher scores indicate problem 

behaviours. For Question 3, authoritative parenting, two-parent families and fewer siblings 

are expected to be positively associated with children’s behaviour scores, while extensive 

centre care in early childhood is expected to be negatively associated with children’s 

behaviour scores. No directionality has been specified with regards to the effect of after-

school care on children’s behaviour (Question 1) given the mixed findings on after-school 

care and that early child care can have negative effects on behaviour. Similarly, there is no 

predicted result for mothers and children’s satisfaction with time spent together (Question 4). 

The last two questions relating to models of OSHC are exploratory in nature and therefore 

have no assumptions.  
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The findings of these research questions are detailed in Chapters 5 and 6. The two research 

questions related to models of OSHC are located in Chapter 5 while the findings from the 

other questions are discussed in Chapter 6. The next chapter, Chapter 3 describes the 

methodology used in the study.   
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Chapter 3  
Methodology- theory behind research design 

This chapter and the next describe the methods and sample used in the study. While Chapter 

Four describes the study sample, data collection and analyses, this chapter, Chapter Three, 

details the methodological decisions made throughout the research process. These decisions 

consist of not only “what information most appropriately will answer specific research 

questions, and which strategies are most effective for obtaining it” (LeCompte & Preissle, 

1993, p. 30), but also how data will be analysed and presented. A methodology framework 

was used to guide the research decisions (see Table 3.1). A mixed method case study was 

chosen as a research strategy to investigate children’s time after school and the models of 

OSHC. Quantitative and qualitative methods were used to answer different research 

questions.   

 

This chapter begins with a brief summary of areas not addressed in the thesis and an 

overview of the research paradigm adopted by the study. Following this is an overview of 

case study methodology including a description of its strengths and weaknesses. The methods 

used to collect data - behaviour reports, parent surveys, interviews and document analysis - 

are described. The methodology framework below stands as an overview of the research 

design. The framework is based on frameworks created by Crotty (1998) and Creswell 

(2007). 

Table 3.1  
Methodology Framework for research design 

Paradigm or 
world view 

Theoretical  

Perspective 

Methodology Methods Data analysis 

-Pragmatism or 
‘Paradigm of 
choice’ (Patton, 
1980) 

Bronfenbrenner’s 
Systems 
Theory(1979) or 
bioecological 
model (1995) 

Mixed method 
case study 

-Behaviour reports 

-Surveys (self 
administered 
questionnaire) 

-Interviews 

-Document analysis 

-Non-parametric 
statistics 

-Qualitative data 
coding 
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Delimitations of the study 

As mentioned in the introduction, three key aspects were not addressed in the study. Fathers 

were not invited to participate, quality of care was not examined and children’s experiences 

within care were not investigated. While acknowledging the important and unique 

relationships fathers share with their children, fathers were not included in the study due to 

the limited resources and timeframe of a PhD study. The decision to use information from 

mothers rather than fathers was based on several reasons. As stated in the first chapter, 

mothers are considered the primary caregivers, they have higher participation rates in 

behavioural research and it is assumed that they most accurately observe children’s problems 

(Loeber, et al., 1990; Phares, 1997).    

 

In addition, the quality of care in OSHC was not investigated beyond collecting and 

tabulating the most recent Quality Profile Certificate issued by the National Child care 

Accreditation Council (NCAC) under Outside School Hours Care Quality Assurance. 

Instruments such as the Early Childhood Environment Rating Scale (ECERS) (Harms & 

Clifford, 1980) and the School-Age Care Environment Rating Scale (SACERS) (Harms, 

Jacobs, & White, 1996) are widely recognised and utilised in measuring quality in child care 

services, however, such measures were deemed beyond the scope of this study. While 

comparisons between the ECERS and NCAC accreditation have not yet been undertaken, the 

accreditation schemes are regarded worldwide as models of best practice (National Childcare 

Accreditation Council, 2006). 

 

Likewise, children’s perceptions about their after school experiences were not explored in 

this study. Again the decision not to include children participating in OSHC was based again 

on the researcher’s limited time and resources. In addition, other studies have interviewed 

children about their experiences in OSHC in Australia (Department of Families Housing 

Community Services and Indigenous Affairs (FaHCSIA), 2006; Elliot, 1998). 

 

Careful consideration was given to these three areas before the decision was made not to 

include them in the study. These exclusions were assumed not to detract from the overall 
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quality of the study and consequent findings. The next section gives a brief overview of the 

researcher’s position on epistemology and methodological paradigms.  

Research paradigm 

There has been a long-standing epistemological debate among methodologists and 

philosophers regarding the best way to conduct research. The debate has focused on the value 

of two competing inquiry paradigms, logical-positivism and phenomenological inquiry. A 

paradigm is a world view or belief system that guides researchers (Guba & Lincoln, 1994). 

Logical-positivism employs quantitative and experimental methods to test hypothetical-

deductive generalisations. In contrast, phenomenological inquiry uses qualitative and 

naturalistic methods to inductively and holistically understand human experience in context- 

specific settings (Patton, 1990).   

 

In recent years, the paradigm wars have ended and been replaced by paradigm relativism or 

pragmatism. Pragmatism or paradigm relativism describes the use of whatever philosophical 

and/or methodological approach that matches the research questions of a study (Tashakkori & 

Teddie, 1998). Patton (1990) further advocates a paradigm of choices which “rejects 

methodological orthodoxy in favor of methodological appropriateness as the primary 

criterion for judging methodological quality” (p. 39). Emphasis is placed on whether the 

methods selected are appropriate given the aims of the inquiry, research questions and 

available resources. The paradigm of choices recognises that different situations call for 

different methods. Diverse combinations, variations and adaptations are possible to ensure 

creative and practical situational responsiveness (Patton, 1980).  

 

Patton (1988) also argues that since researchers have typically been socialised within their 

disciplinary fields that historically adhere to one of the paradigms, methodological choices 

may be implicitly made without epistemological consideration. Familiarity of the paradigms 

allows flexibility and creativity in methodological approaches in a study. In the case of this 

study, a pragmatic approach was chosen to allow both qualitative and quantitative methods to 

answer the different research questions. Inevitably, the outcomes of the research will be 
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different if pure logical-positivism approach was adopted than if a phenomenological inquiry 

was employed or vice versa. 

Case study design 

As stated at the beginning of the chapter, this study employed a mixed method case study 

design to answer the research questions. Case studies are widely used throughout a diverse 

number of fields and have become a mainstay of educational research and evaluation 

(Merriam, 1988). A case study is broadly described as “ an in depth investigation of an 

individual, group or institution to determine the variables, and relationship among the 

variables, influencing the current behaviour or status of the subject of the study” (Fraenkel & 

Wallen, 1996, p. 580). In case studies, the entity under investigation is a bounded system 

(Smith, 1978). That is, there are boundaries around the unit of analysis whether by time, 

place, context or components comprising the case. In this study the bounded system was a set 

of schools and OSHC connected to those schools in a small geographic area in a regional city 

in north Queensland, Australia. 

 

There is some disagreement as to whether case studies are a subject of study or a 

methodology. Stake (2005) asserts that case study research is not a methodology but rather a 

“choice of what is to be studied” (p. 435). Others however, regard it as a type of strategy of 

inquiry (Denzin & Lincoln, 2005), a methodology (Merriam, 1988) and comprehensive 

research strategy (Yin, 2003). Creswell (2007) further adds the idea of case studies being a 

product of the inquiry. For the purpose of this study, case studies will be regarded as a 

research strategy as outlined by Yin. According to Yin (2009) a case study is “an empirical 

inquiry that investigates a contemporary phenomenon within its real-life context, especially 

when the boundaries between the phenomenon and context are not clearly evident” (p. 18). 

He further contends that the case study inquiry: 

copes with the technically distinctive situation in which there 

will be many more variables of interest than data points, and as 

one result relies on multiple sources of evidence, with data 

needing to converge  in  a triangulating fashion, and as another 

result benefits from the prior development of theoretical 
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propositions to guide data collection and analysis.  

                                                       (Yin, 2009, p. 19). 

  

There are several advantages of using a case study over other research designs. Depending on 

the research questions, the study may use only qualitative evidence or quantitative evidence 

or a mixture of both. Case studies may also involve more than one unit of analysis. If one or 

more units of analysis are investigated, the study has an embedded case study design. This is 

in contrast to a holistic design which examines only the global nature of a program or 

organization (Yin, 2009). This study contains two units of analysis (1) the variables affecting 

children’s behavior and (2) the models of OSHC. Equal attention was given to the two 

subunits as overemphasis on any subunit can shift the orientation of the study (Yin).   

 

Case studies may be single or multiple cases. Single case studies contain one case or site that 

is often a unique case, a typical case or one that is critical in testing theory (Yin, 2009). 

Within a single case study multiple sites may be used. As the name suggests multiple case 

studies contain more than one case. Each research site is considered a single case study, but 

as the whole study contains several sites it is referred to a multiple case study. The main 

distinction between single and multiple case studies is whether or not the results from the 

different sites will be pooled together. Studies that combine results are single case studies 

whereas studies that regard each case separately are multiple case studies. As such, this study 

is a single case study. Despite the inclusion of seven sites within the study, the information 

from parents, teachers, principals, OSHC staff and coordinators will be pooled across schools 

to generate findings about the different variables and children’s behaviour. While the models 

of OSHC and the relationship between OSHC and schools will be examined separately, 

recommendations will be based on combined findings. 

Sources of evidence 

Case studies rely on multiple sources of evidence which can include any mix of quantitative 

and qualitative data. The use of multiple sources of evidence allows for converging lines of 

inquiry, a process of triangulation (Yin, 2009). Any finding or conclusion made in a case 

study is regarded more convincing and accurate if it comes from multiple sources of 
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evidence. Four types of triangulation are described in undertaking evaluations; data 

triangulation, investigator triangulation, theory triangulation and methodological 

triangulation (Patton, 1987). For the purpose of this study only data triangulation is 

important. Data triangulation is described as “the use of multiple methods in the study of the 

same object” (Denzin, 1978, p. 294). Data triangulation addresses concerns about construct 

validity as the multiple sources of evidence provide multiple measures of the same 

phenomenon (Yin).   

 

Bronfenbrenner (1989) also advocates the use of triangulation but under a different guise. He 

argues that scientific understanding of an individual’s psychological characteristics and 

development is deepened when research designs incorporate systematic comparison of 

assessments made in different contexts by different informants who have varying 

relationships and roles towards the individual. Efforts were made to include different 

informants of children’s behaviour including parents, teachers and OSHC coordinators, as 

well as principals and other OSHC staff.  

 

It is possible to have multiple sources of evidence but not triangulate the data. Non 

convergence of evidence applies when multiple sources of evidence address different facts or 

separate substudies within the case study. Generally each source of evidence is analysed 

separately and although the conclusions from each source are compared they are not 

triangulated (Yin, 2009). In this study, both convergence of evidence (triangulation) and non 

convergence of evidence are employed to address the research questions.   

 

Evidence for case studies is generally derived from six sources. The most commonly used 

sources are documentation, archival records, interviews, direct observations, participant-

observation and physical artifacts. An extensive number of other sources of evidence also 

exist including psychological tests, photographs, films and life histories. No source of 

evidence is regarded above the others, many are complementary and good case studies will 

endeavor to employ as many sources as possible. In this study the sources of evidence were 

interviews, behaviour reports, surveys and documentation. 
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Three important principles of data collection in case studies are acknowledged: (a) use 

multiple sources of evidence; (b) create a case study database; and (c) maintain a chain of 

evidence (Yin, 2009). The following section explains these ideas according to Yin. These 

principles underpin high quality case studies and are relevant to all sources of evidence. The 

first principle regarding triangulation and how it contributes to construct validity has already 

been discussed. The second principle creating a case study database increases the reliability 

of information used in the case study. By creating a formal, presentable database, evidence is 

open for independent inspection by other researchers (Yin). Similarly, the third principle 

maintaining a chain of evidence also enhances reliability of information. The purpose of this 

principle is to allow the reader of the case study to follow the origin of any evidence from the 

initial research questions to the study conclusions. The reader should be able to move from 

one process of the study to another, with clear cross-referencing to methodological 

procedures and to the resulting evidence. The chain of evidence allows for transparency of 

data collection and sources of information which in turn addresses construct validity 

questions.   

Validity and reliability 

Four tests have been commonly used to establish the quality of any empirical social research 

and as such apply to case studies (Yin). The four tests are construct validity, internal validity, 

external validity and reliability. Validity refers to “the appropriateness, meaningfulness, and 

usefulness of the inferences a researcher makes” (Fraenkel & Wallen, 1996, p. 152).  

Decisions about what measures to use, methods of data collection and analysis all contribute 

to the credibility of a study’s findings. Many forms of validity are recognised in research, 

however only construct, internal and external validity will be covered here. 

Construct validity 

Construct validity relates to whether correct operational measures have been used to measure 

the concepts being studied (Yin, 2009). Researchers must select the concepts they wish to 

study and then demonstrate how the measures they have employed reflect the concepts. There 

are three ways to improve construct validity; using multiple sources of evidence that can be 

triangulated, a chain of evidence and member checking. Member checking describes how 

participants are asked to comment on the credibility of findings and interpretations by the 
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investigator (Erlandson, Harris, Skipper, & Allen, 1993; Lincoln & Guba, 1985; Merriam, 

1988). According to Lincoln and Guba (1985), this practice is “the most critical technique for 

establishing credibility” (p. 314). Findings were sent to principals and OSHC coordinators as 

well as a senior member of the leading OSHC body in Queensland and they were invited to 

make any comments and suggestions. The chain of evidence is detailed in the procedure 

section. Finally, the sources of evidence have been triangulated wherever possible. Table 3.2 

illustrates how different measures were used to show converging lines of inquiry. 
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Table 3.2  

Converging lines of enquiry 

Measurement Sources of evidence Lines of convergence  

Children’s behaviour as 

reported by teachers 

Teacher SDQ 

Teacher interviews 

Is there agreement between their 

perceptions of behaviour and 

behaviour reports? 

Children’s behaviour as 

reported by teachers 

OSHC coordinators SDQ 

OSHC coordinators 

interviews 

Is there agreement between their 

perceptions of behaviour and 

behaviour reports? 

Children’s behaviour  

in general 

Teacher SDQ 

OSHC coordinator SDQ 

Mother SDQ 

Is there agreement between 

teachers, parents and OSHC staff in 

behaviour reports? 

 

Relationship between 

school and OSHC 

OSHC coordinator 

interview 

Principal interview 

Is there agreement between the 

principal and coordinator about 

their relationship? 

Formal interviews 

Informal interviews 

Is there agreement between what is 

said ‘on’ and ‘off’ record? 

Quality Profiles awarded 

by National Childcare 

Accreditation Council 

Is there agreement between 

findings from observations and 

interviews and the Quality Profiles? 

Interview with director of 

Queensland Children’s 

Activity Network 

Is there agreement between 

findings from observations and 

interviews with the director’s 

perceptions of the relationships 

between schools and OSHC?  
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Internal validity 

Internal validity is the extent to which research findings can be accurately interpreted rather 

than ascribed to other factors (Wiersma & Jurs, 2009). In any study that describes or tests 

relationships, there is always the possibility that the relationship between variables are due to 

or can be explained by something else other than what is suggested by the data. 

 

Six strategies have been identified to enhance internal validity:  triangulation, member 

checking, peer judgment, long term observations, participatory modes of research and 

clarification of researcher biases (Merriam, 1988). Methods of triangulation and member 

checking have previously been discussed as has researcher bias. Peer judgment will be sought 

in the form of supervisors and other experts’ opinions. Long term observations were not 

possible in this research design. Similarly, involving participants in all phases of the research, 

as advocated by participatory modes of research was not deemed appropriate in this study. 

This decision was based on participants’ reluctance, disinterest and or lack of expertise in 

methodology and research design. Yin (2009) further suggests addressing rival explanations 

to increase internal validity. In explaining relationships, attention must be given to rival or 

other plausible explanations. Every attempt has been made to consider other influences that 

may affect children’s after-school environments. Bronfenbrenner’s bioecological system 

which is employed as a theoretical framework would suggest that a single explanation cannot 

account for the diverse environments that children experience after school. Therefore, 

multiple explanations were expected. 

External validity 

External validity is the extent to which results can be generalised to other populations or 

settings (Wiersma & Jurs, 2009). Problems with generalisability and how to overcome them 

are discussed in the following section on criticisms of case studies.   

Reliability  

Traditionally, reliability in research methods has referred to the consistency of a 

measurement or the extent to which an instrument measures the same way each time it is used 

with the same participants under the same conditions. The usual practice of retesting to 
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estimate reliability cannot be adopted by case studies as it is nearly impossible to replicate 

studies. While it is possible to develop consistency across observers through training, 

observations have not been used in the current study. Rather than reliability, case studies are 

more concerned with dependability or whether the results make sense and there is agreement 

between all parties involved (Burns, 2000). Triangulation of data, openness of any researcher 

bias and a chain of evidence are all means of establishing reliability in case studies. As with 

any research, detailed descriptions of procedures should be provided to enable replication. All 

of these measures were implemented to improve the reliability of this study. Table 3.2 

illustrated how the data would be triangulated. A chain of evidence and the steps involved in 

data collection are detailed in the procedure section. Finally, researcher bias is addressed in 

the next section.   

 

While case studies are an effective research design, there are weaknesses that must be 

recognised. Traditional criticisms of case studies include lack of rigor in the research, little 

basis for scientific generalisation, the need for large amounts of time and resources and the 

large bank of difficult to read documents that are created (Yin, 2009). Acknowledgement of 

these weaknesses and knowledge of strategies to overcome them will improve the quality of 

the study and strengthen findings.   

Criticisms of case studies 

Generalisability 

Case studies are often criticised on the basis that they provide little evidence for scientific 

generalisation. However, the “purpose of a case report is not to represent the world, but to 

represent the case” (Stake, 2005, p. 460). Important results within the context and boundaries 

of the case are illustrated.   

 

While case studies are not generalisable to statistical populations, they can be generalised to 

theoretical propositions. Conclusions from case studies can support, develop and expand 

theories. Yin uses the term ‘analytic generalization’ to describe how previously developed 

theory is used as a template to compare case study findings. If findings from two or more 
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cases support the same theory, replication may be asserted. Moreover, if the two or more 

cases support the theory and do not support an equally reasonable rival theory then results 

can be considered more compelling. Furthermore, case studies by different researchers can be 

aggregated enabling some generalisability. 

 

Many case studies do not attempt to make broad or even limited generalisations, instead they 

are concerned with the comparability and translatability of the research (Wiersma & Jurs, 

2009). Comparability is “the extent to which adequate theoretical constructs and research 

procedures are used so that other researchers can understand the results” (Wiersma & Jurs, 

2009, p. 247). Translatability refers to how findings can relate to other contexts. Erickson 

(1986) reasons that since the general lies in the particular, what we learn in a particular case 

can be transferred to other situations.  

 

Many case study adherents believe that any generalisations should be reader-made ones. It is 

the reader who determines how similar the case is to their own and how findings may be 

instructive (Burns, 2000). The researcher needs to provide rich, thick descriptions of 

participants and settings so that readers can determine whether information can be transferred 

to other settings where similar characteristics are shared (Erlandson, et al., 1993; Lincoln & 

Guba, 1985; Merriam, 1988). Furthermore, researchers “know that the reader, too, will add 

and subtract, invent and shape - reconstructing the knowledge in ways that leave it differently 

connected and more likely to be personally useful” (Stake, 2005, p. 455). 

 

In an attempt to maximise external validity, detailed descriptions of the schools, OSHC 

services and participants have been included so that readers can determine whether or not 

generalisations may be made. The findings from the different models of OSHC were not 

meant to be generalised to other OSHC services but rather to explore the different 

relationships and management designs. As Stake (1981) argues,  

previously unknown relationships and variables 

can be expected to emerge from case studies leading 

to a rethinking of the phenomenon being studied.  
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Insights into how things get to be the way they are  

can be expected to result from case studies.   (p. 47).   

Subjective bias 

Much of the concern with using case studies has to do with researcher bias. Findings and 

conclusions maybe influenced by the researcher’s personal views. In particular, there may be 

subjectivity when selecting evidence to support or refute assumptions, or when deciding on a 

particular explanation for the evidence found (Burns, 2000). Merriam (1988) recommends 

that the researcher initially states any previous experiences, prejudices, biases so that the 

reader is aware of the researcher’s position and any possible biases that may affect the 

inquiry. In this case the researcher had no prior knowledge of how OSHC was organised or 

managed in the sample area. The researcher had worked for two OSHC services while 

attending university, however, both services were in another state and more than ten years 

had since passed. Neither service was in any way similar to the models investigated in this 

study. One service was a large multi-site program run by the local council and the other was a 

very small service run by a parent committee in a small Catholic school. Accreditation was 

yet to be introduced to OSHC and many activities carried out then would not be allowed 

today. For example, the researcher and OSHC coordinator would regularly take the 15 

children down to the beach for a sausage sizzle and a swim in the rock pool.   

 

 As a primary school teacher, the researcher had noticed behaviour problems apparent in 

many of the children in her class who regularly attended OSHC. It was this observation that 

initially sparked interest in this area of research. The researcher also admits that she has 

reservations about the use of full-time non-parental care in both early childhood and during 

the hours after school. The researcher is very aware of her views and how they may affect the 

findings and as such has tried to be as unbiased as possible during interactions with study 

participants in order not to influence their responses.    
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The other criticisms that case studies need large amounts of resources and time, and result in 

large unwieldy texts should not apply to this study. The data collection and subsequent 

analysis were all completed in the three year PhD time frame with no additional funding or 

personnel. The study was written as a thesis with traditional sections and chapters in the third 

person. 

Pilot study 

According to Yin (2009) conducting a pilot case study is the final preparation for data 

collection as it helps refine both data content and collection procedures. A pilot study is not 

to be confused with a pretest as they are different constructs. While a pretest is likened to a 

“dress rehearsal” of data collection, a pilot case study is formative, aiding the researcher to 

develop relevant lines of questions and possibly conceptual clarification of the research 

design” (Yin, 2009, p. 79).   

 

As such, a pilot case study was undertaken at another Catholic school that was not part of the 

sample. An open ended interview was held with the Out of School Hours coordinator to gain 

ideas and directions for investigation about care services, relationships with the school and 

perceptions of children in care. The OSHC coordinator also worked as a teacher aide in the 

Prep classrooms and therefore knew the children in both the classroom and care context. 

Ideas and comments from the interview were noted on paper immediately afterwards. 

 

At a later arranged date, the researcher taught the two classes as a qualified teacher while the 

regular teachers completed the Strengths and Difficulties Questionnaire (SDQ) for children 

who received full-time parental care, full-time after-school care or a combination of parental 

and after-school care. Due to small numbers of children who receive other types of care, they 

were not included in this sample. Standardised open-ended interviews were held with the two 

teachers to develop questions about teachers’ perceptions of children’s after school 

arrangements and their behaviour. The interviews were recorded and later transcribed. The 

results from these two classes were not included in the overall findings of the study as the 

school was located in a different SES area than the other schools.   
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Participants 

Information about the participants is detailed in Chapter 4. As the sample included principals, 

teachers, students, parents, OSHC coordinators and staff from seven schools, as well as other 

area coordinators, the decision was made to describe them in a separate chapter. General 

descriptions of the schools and the OSHC services are also included in Chapter 4.    

 

The schools involved in the study were selected on the basis of their geographical location 

and socio-economic levels. As a case study, much of this research studied the entire 

population. All seven principals and seven OSHC coordinators were interviewed. The parent 

survey was sent home with every child in Prep to Year 3 in all seven schools. Similarly, all 

Year Two and Three teachers were asked to give the child survey to all children in their 

classes. Convenience sampling was used to interview OSHC staff and teachers from the two 

state schools and one independent school. In the three Catholic schools and one independent 

school, the population of teachers was available for interviews.   

 

A convenience or opportunity sample is a group of individuals who are conveniently 

accessible or available. Only teachers who agreed to take part in the study or who were 

directed to by their principal were interviewed. For OSHC staff, only those members of staff 

who were working when the researcher visited the service were interviewed. With 

convenience sampling, it is not possible to know whether those who volunteer to participate 

differ in some way to those who do not (Burns, 2000). As such, findings from convenience 

samples cannot be generalised to other wider populations. This criticism however, does not 

apply to this case study research.  

Materials/instruments 

Due to the numerous research questions and participants in the study, Table 3.3 has been 

included to give an overview of the instruments used to measure the different variables. 

  



 

 

104 

 

Table 3.3 
Overview of participants, data collection methods and variables measured 

Participants Data collection method Variables measured 

Teachers Interviews 

 
• Perceptions about children’s after-school 

care arrangements and children’s behaviour 

Questionnaire • Children’s behaviour using the Strengths 
and Difficulties Questionnaire (SDQ) 

Principals  Interviews • Perceptions about children’s after-school 
care arrangements and development 

• OSHC management and relationship with 
school 

Mothers General survey 

 

 

 

 

• Demographic information (eg family status, 
number of children, maternal education) 

• Information about children’s  
- early child care  
- after-school care arrangements 
- extra-curricular activities 

• Perceptions about OSHC 
• Satisfaction with time with child 

 Questionnaire • Children’s behaviour using the SDQ 

• Parenting style using the Raising Children 
Checklist 

Children Satisfaction survey • Satisfaction with time with parents 

OSHC 
coordinators 

Interview 

 

Questionnaire 

• Perceptions about children’s after-school 
care arrangements and development 

• OSHC management and relationship with 
school 

• Children’s behaviour using the SDQ 

OSHC staff Interview • Perceptions about children’s after-school 
care arrangements and development 

OSHC area 
coordinator 

Interview • OSHC management and relationship with 
school 

Queensland 
Children’s 
Activities 
Network 
director  

Interview • OSHC management and relationship with 
schools 
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Behaviour checklist 

The Strengths and Difficulties Questionnaire (SDQ) (Goodman, 1997) was used to rate 

children’s behaviour (see Appendix 1). The SDQ is a one-page questionnaire that assesses the 

behaviour of 3- to 16-year olds.  Respondents use a three-point likert scale to answer 25 items 

which are divided into five scales; emotional symptoms, conduct problems, 

hyperactivity/inattention, peer relationship problems and prosocial behaviour. The first four 

scales are added together to generate a total difficulties score. Examples of the items include 

generally liked by other children; often loses temper and easily distracted, concentration 

wanders; considerate of other people’s feelings and thinks things out before acting. The SDQ 

exists in several forms to meet the needs of researchers, clinicians and educationalists. The 

standard version containing 25 items for 4- to 16-years olds was used for both parents and 

teachers. The SDQ and scoring instruments are freely available online at 

http://www.sdqinfo.com/b1.html (Goodman, 2001b). 

 

The SDQ is comparable to both the Child Behaviour Checklist (CBCL) and the Rutter 

questionnaire. The CBCL (Achenbach, 1991a) is the most recognised child behaviour 

instrument in education and psychology fields but with 118 items it is very time consuming 

to fill out. The Rutter questionnaire (Rutter, 1967b) is well respected and shorter than the 

CBCL but is rather dated and only focuses on undesirable traits. The SDQ is shorter than 

both of these instruments and equally able to measure the adjustment and psychopathology of 

children and adolescents (Goodman, 1997; Goodman & Scott, 1999). All three instruments 

have well established validity and reliability (Achenbach, 1991a; Elander & Rutter, 1996; 

Goodman, 2001a) and the high correlations between the three instruments further evidences 

validity for the SDQ.  Cronbach alphas of 0.70 and above for the Total Difficulty scores are 

reported by Goodman (2001) and Mellor (2004). These authors also report total difficulties 

test-retest reliability results of 0.72-0.81 for parents, 0.74 to 0.80 for teachers, and 0.62-0.79 

for self ratings. 

 

 

http://www.sdqinfo.com/b1.html�
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In Australia, normative scores were established from a random sample consisting of 910 

individuals aged 7 to 17 years recruited through government schools across Victoria (Mellor, 

2005). The SDQs were completed by parents, teachers and the children. The means and 

standard deviations of the groups are given in Table 3.4.   

Table 3.4 
Normative means and standard deviations for SDQ in Australian population (Mellor, 2005) 

Group Parent reports Teacher reports 

 M SD M SD 

Whole 
sample 

(n = 910) 

8.2 6.1 6.5 6.0 

Females  
(7-10 years) 
(n = 197 ) 

7.7 5.7 5.7 6.0 

Males  
(7-10 years) 

(n = 160) 

9.9 6.4 7.8 6.9 

 

Scores have been broadly classified into three groups: normal, borderline and abnormal.  For 

parent reports, scores of 0 -13 are considered normal, 14 - 16 borderline and 17 to 40 

abnormal. For teacher reports scores of 0 -11 are considered normal, 12 -14 borderline and 16 

- 40 abnormal. Approximately, 10 percent of a community sample will score within the 

abnormal range, with another 10 percent in the borderline range.   

Raising Children Checklist 

The Raising Children Checklist (Shumow, Vandell, & Posner, 1998) was used to assess 

mothers’ parenting style (see Appendix 2). The checklist is a 30-item questionnaire with 

items that are rated from 1 (definitely no) to 4 (definitely yes). Questions include “Do you 

expect your child to obey the first time you say something?” and “Do you drop a rule if your 

child objects to it?” In questions that asked about corporal punishment, the word ‘spank’ was 

replaced with ‘smack’ to make it more culturally appropriate.  
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The checklist was developed with specific characteristics that had previously been missing 

from other parent report instruments. The checklist was designed to (a) focus on school-aged 

children; (b) have a reading level appropriate for low-income parents; (c) assess specific 

behavioural intentions and expectations regarding a parent’s own child rather than children in 

general; and (d) differentiated harsh, firm and permissive approaches (Shumow, et al., 

1998).The author’s factor analysis and correlations between the subscales confirm the 

checklist assesses the three parenting styles of harsh, firm-responsive and permissive.   

Cronbach alphas were .70, .73 and .61 respectively for the three parenting styles. Similar 

measures are found using other parenting instruments for preschool children (Greenberger & 

Goldberg, 1989) and adolescents (Steinberg, et al., 1991).   

 

The checklist is part of the battery of assessment items used in the NICHD multi-site 

longitudinal studies (NICHD National Institute of Health, 2006; NICHD Early Child Care 

Research Network, 2004a). Information from this data set has played an important role in 

identifying many aspects of child development and is employed not only by the NICHD 

research team but many other researchers from a variety of fields. Smaller studies too have 

employed the use of the Raising Children Checklist to assess parenting styles (Nathanson, 

Rimm-Kaufman, & Brock, 2009; Pittman, 2007). Permission to use the checklist was granted 

by Lee Shumow and a copy of the facsimile sent is provided in Appendix 3.   

Children’s satisfaction survey 

The children’s satisfaction survey was a one-page handout created by the researcher. The 

page was divided into two sections. The top section was titled ‘My Mum and I’. Children 

were asked to draw inside two boxes activities they liked doing with their mother. Beneath 

the drawing boxes were the statements ‘I am happy with the time I have with mum’ and “I 

wish I had more time with my mum’. A small box appeared under each statement where the 

children could place a tick. The bottom half of the page was the same as the top half but the 

word Mum was replaced by Dad. A copy of the survey is found in Appendix 4. 
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Document analysis  

Documentary information is regarded as relevant to all case study topics in literate societies 

(Yin, 2009). The purpose of documentary information is to support and enhance evidence 

from other sources. In this case, the Quality Profile given from the National Childcare 

Accreditation Council for each OSHC was used as an external assessment of quality. Copies 

of the individual reports are provided in Appendices (see Appendices 5 - 11), while graphs 

combining the performance of all seven schools are located in the next chapters as part of  

school and OSHC descriptions.    

Interviews 

Interviews are one of the most important sources of case study information (Yin, 2009) and 

are a primary method employed throughout the range of qualitative research methods 

(Creswell, 1998). There are three types of qualitative open-ended interviews: informal 

conversational interview, general interview guide approach, and the standardised open-ended 

interview (Patton, 1990). The difference between the three interview designs is how they are 

determined and standardised before the interview takes place. This research used a 

predominately standardised open-ended and informal conversational approach to interview 

school principals, teachers, OSHC coordinators and staff, and other people involved in 

OSHC. Only one interview - that with the director from Queensland Children’s Activity 

Network - followed the general interview guide approach. All interviews were carried out by 

the researcher. 

 

The main type of interview used in the data collection was the standardised open-ended 

interview. Open-ended questions do not presuppose which feeling or thought will be salient 

for the respondent. This type of question allows the interviewee to choose from the entire 

repertoire of their possible responses (Patton, 1990). Perhaps the greatest advantage of open 

ended interviews is that they minimise interviewer effects by asking the respondents the same 

set of questions. The interview is highly focused and time efficient and the interview 

schedule is open to scrutiny by anyone interested. Moreover, standardised open-ended 
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questions are easy to analyse because questions and answers can be easily organised 

according to themes, and responses can be located quickly (Patton).   

 

 Different sets of questions were employed given the respondent’s position in the school or 

OSHC. A complete inventory of the interview schedules is included in Appendices (see 

Appendices 12 - 16). A common weakness associated with this type of interview is the lack 

of flexibility in relating the interview to particular individuals and circumstances. This failing 

was not relevant as the models of OSHC were not so diverse that different questions were 

needed to access the information that was sought. 

 

The second interview type, the informal conversational interview, is based completely on the 

spontaneous generation of questions in the natural flow of a conversation (Patton, 1990). This 

type of interview is the most open-ended design of interviews. It allows the flexibility of the 

conversation to follow any course that is deemed appropriate. The majority of questions stem 

from the immediate context. During an informal conversational interview, the person talking 

with the researcher may not be aware they are being interviewed. Questions cannot be 

predetermined as the researcher does not know what is going to be said in advance and the 

data from informal conversations will be different for each individual interviewed. 

 

Informal conversational interviews were included in the research design due to both 

opportunities for informal conversations in school settings and controversy of the research 

topic. People generally have strong views on the care of children and are willing to voice 

them. Many informal conversations took place in the school staffrooms during break-times. 

Other occasions for conversation arose when the researcher first approached principals, 

teachers and OSHC staff to join the study and subsequent meetings to arrange times for data 

collection. Similarly, participants continued to give their opinions after the formal interviews 

were completed and the tape recorder was turned off. Notes about their comments were 

written down or audio-recorded by the researcher as soon as possible after the conversations 

took place.   
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There are several weaknesses associated with informal conversational interviews. This type 

of interview requires a considerable amount of time to collect systematic information and is 

open to interviewer effects (Patton, 1990). The first point relates to how different information 

is gained from different people arising from different questions. Several conversations may 

be needed to collect similar information from each participant. The skills of the interviewer 

may influence the conversation. The interviewer may elicit different responses from 

participants depending on how well the interviewer interacts with a variety of people in a 

variety of settings. Furthermore, the quality of the interview depends on how the interviewer 

is able to form quick insights and generate questions rapidly free from preconceptions. 

Finally, data organisation and analysis from informal conversational interviews can be 

difficult (Patton, 1990).   

 

These limitations may have less relevance in this study. Informal conversational interviews 

were originally not an intended method of data collection, and as such any information 

gathered was considered additional to the core data. Other types of data collection were 

employed to ensure the necessary information was gained and could be systematically 

organised and analysed. Despite this, valuable insights were obtained during informal 

conversations and differences between comments made during informal and formal 

interviews were revealed. Information from informal and formal interviews may be compared 

to triangulate data.  

 

The third and final type of interview, a general interview guide approach, is a list of questions 

or topics to be raised during an interview. The list or guide is prepared in advance to ensure 

that important issues are addressed. During the interview, the interviewer is free to develop a 

conversation that explores the issues under inspection. Questions are worded spontaneously 

according to the flow of the conversation. The researcher’s knowledge of the subject and the 

importance of asking the respondents the same questions and in the same order will 

determine the level of detail of the interview guide (Patton, 1990). 

 

The general interview guide approach was used only once during data collection. This 

strategy was deemed appropriate as the interviewee was the director of the Queensland 
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Children’s Activity Network, the leading body for OSHC in Queensland, and as such was not 

associated with any of the schools involved in the study. The interview was held after all 

other data had been collected and the researcher wished to gain the opinions and discuss 

findings with a authoritative individual – one who had extensive experience and knowledge 

of different models of OSHC. Rather than collecting new data this interview was more like a 

confirmation or checking of the data that had already been collected. 

  

Weaknesses associated with the interview guide approach were not applicable in this study. 

The different wording and sequencing of questions may elicit very different answers from 

respondents that cannot be easily compared. As only one person was interviewed using this 

technique, there was no need for comparisons to be made. Similarly, the criticism that 

important topics may be unintentionally omitted did not pertain to this study as the interview 

was a final evaluation of what had been learnt during the data collection phase.  

 

Some general comments about interviewing techniques have been included as they pertain to 

the success of the data collected. In conjunction with asking appropriate questions that 

facilitate desired responses, the interviewer must listen closely and actively to the interview 

to ensure the interview is progressing satisfactorily (Patton, 1990). Interviewers must monitor 

that the responses are in fact providing the information needed. If not, the interviewer needs 

to ask questions again or direct questions to elicit the desired answers. In some cases, the 

interviewer may need to curtail the interviewee’s responses if they are not related to the 

subject. In addition, by actively listening the interviewer may be able to ask other questions 

that further probe into the area of interest. Finally, the interviewer must give feedback to the 

interviewee so that there is an interaction between the two and the interview does not become 

an interrogation. Non-verbal signals such as head nodding, taking notes, “uh-huhs” and silent 

probes (remaining silent when the person stops talking to indicate further information is 

required) let the interviewee know that they are on the right track and encourage them in their 

responses (Patton, 1990). Similarly, the interviewer should make comments about the 

responses to reassure, thank or compliment the interviewee to further the flow of 

communication.  
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Each one of these practices was adopted by the researcher in order to encourage participants’ 

responses. As stated previously, all interviews were conducted by the researcher to eliminate 

possible interviewer effects associated with having multiple interviewers. All interviews were 

held face-to-face except for one case where the respondent was based in another city and a 

telephone interview was appropriate. The interviews were audio recorded and transcribed to 

ensure an accurate rendition for later analyses. 
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Maternal survey 

Surveys are the most descriptive method in educational research (Burns, 2000). Surveys can 

take the form of face-to-face interviews, telephone interviews, online computer 

questionnaires or mailed questionnaires. There are two main types of surveys, descriptive 

surveys and explanatory surveys. Descriptive surveys “are designed to portray accurately the 

characteristics of particular individuals, situations or groups (in terms of behaviour, attitudes 

and dispositions to act), and to determine the frequency with which such behaviour or 

attitudes occur in the population being sampled” (Bulmer, 1994, p. 54). Explanatory surveys 

are designed to establish cause and effect relationships without experimental manipulation 

(Burns, 2000). It is possible for some surveys to be both descriptive and explanatory. Surveys 

may be cross-sectional or longitudinal. A cross-sectional survey is where information is 

collected at only one point in time and is often described as a ‘snapshot’. This is in contrast to 

a longitudinal survey, where information is collected over different points in time from the 

same individuals.   

 

The maternal survey used in this study was a combination of the descriptive and explanatory 

type. It is a cross-sectional design with a self-administered questionnaire. This design was 

chosen over other types of surveys to allow large numbers of mothers to participate in the 

study and because it is cost and time effective. Face-to-face interviews with mothers were not 

feasible for the researcher to undertake by herself, and online surveys assumed that all 

mothers had internet access and were computer literate. The cross-sectional design enabled 

the research to be undertaken within the prescribed PhD timeframe.   

 

The advantages of self-administered questionnaires over face-to-face and telephone 

interviews include that respondents can answer the questionnaire at a time that suits them, 

respondents have more time for thought about the answers they give, and respondents are 

more likely to give information about sensitive matters (Fowler, 2002). Moreover, 

questionnaires guarantee confidentiality and may elicit more honest responses from 

participants than would be given in interviews (Burns, 2000). In addition, questionnaires 

ensure standardisation in data collection. Each respondent receives the same set of questions, 
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phrased in the same way. The respondent cannot be in any way influenced by the researcher, 

as may be the case in interviews, where the personal appearance, mood or conduct as well as 

variations in voice inflections, word emphasis or the use of probes may influence 

participants’ responses (Burns). This standardisation should bring about higher reliability. 

Finally, self-administered questionnaires can allow large numbers of respondents to 

participate in the research that would not be feasible with interviews. 

  

Despite self-administered questionnaires being more likely to elicit more truthful answers 

because of assured anonymity, social desirability may still influence participants’ responses.  

Social desirability is the tendency of respondents to answer in a manner that will be viewed 

favorably by others. People may be willing to lie in order to present themselves as having 

more socially desirable or respectable characteristics or behavioural histories (Holbrook, 

Green, & Krosnick, 2003). Typically respondents over report good behavior and underreport 

bad behavior. In some cases respondents will not answer questions that they perceive as 

socially sensitive. Depending on the area under investigation, social desirability can account 

for 10 to 75 percent of the variance in participants’ responses (Nederhof, 1985).  

 

Research suggests that parental-self reports may be susceptible to social desirability response 

bias (Bornstein, et al., 2007). Therefore, in this study, mothers may over report how often 

they participate in activities with their children and their behaviour in the Raising Children 

Checklist. While social desirability response bias affects the validity of an instrument 

(Huang, Liao, & Chang, 1998), social desirability scales such as the one designed by Crowne 

and Marlowe (1960) were not used. These scales can detect socially desirable responses. 

However, as the survey contained multiple pages and only two parts of the questionnaire 

were subject to social desirable responses, the decision was made not to include another 

scale. 

 

There are several other weaknesses associated with self-administered questionnaires. Perhaps 

the biggest disadvantage is the low response rate. Mail surveys have the lowest response rates 

out of all types of surveys (Fraenkel & Wallen, 2006). Recent meta-analyses of response rates 

in organizational, and counseling and clinical psychology have found mean rates of 52.7 
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percent and 49.6 percent respectively (Baruch & Holtom, 2008; Van Horn, Green, & 

Martinussen, 2009). Another disadvantage is sample bias. As not all questionnaires are 

returned, the likelihood that respondents differ significantly from non-respondents is high, 

thus resulting in sample bias (Burns, 2000). In addition, questionnaires not only necessitate 

the need for high levels of literacy from respondents to allow them to complete the survey but 

also require careful design of the questionnaire as there is no one to clarify ideas for the 

respondents (Fowler, 2002). Similarly, ambiguous, incomplete or inaccurate information 

cannot be followed up, nor is further probing of participants’ responses possible in 

questionnaires (Burns). 

 

The most effective methods to increase response rates are the use of incentives and multiple 

attempts to contact non-respondents (Brennan & Charbonneau, 2009; Dillman, et al., 2007). 

For the purpose of this study both these techniques were utilised to some degree. Children 

rather than parents were offered incentives for returning the survey. The class from each 

school with the highest number of returned surveys was offered a food reward (free pizza, 

tuckshop lunch or frozen ice-blocks). Brightly coloured mailboxes were designed and used in 

each classroom to remind students to return the surveys as well as simplify data collection. 

Teachers were also asked to remind students to return the surveys. These last two strategies 

were used instead of follow-up letters sent to parents.   

 

Surveys are typically made up of three types of items: close-ended items, scale items and 

open-ended items (Burns, 2000). The aim of survey questions is to gain meaningful 

information about the phenomenon under investigation. A good question is “one that 

produces answers that are reliable and valid measures of something we want to describe” 

(Fowler, 1995, p. 2). Questions need to be unbiased so that respondents are willing and able 

to answer as accurately as possible. Surveys generally use a combination of close-ended and 

open-ended questions. The parent survey used close-ended questions based upon the 

following overview of the two types of questions and their associated strengths and 

weaknesses.   

 



 

 

116 

 

Closed-ended questions limit participants’ answers to the survey. Respondents must choose 

from either a given set of dichotomous answers, such as yes/no, true/false, a multiple choice 

with an option for "other" to be filled in, or ranking scale response options (Barribeau, et al., 

2005). The most common form of ranking scale questions is the Likert scale question 

(Barribeau), where participants are given statements and asked to choose one answer that 

most represents how they feel from a continuum of answers. For example participants may be 

given the statement ‘Parents are the most important teachers in a child’s life” and asked to 

choose from the following answers: I totally disagree, I somewhat disagree, I neither disagree 

or agree, I somewhat agree and I totally agree.  

 

In contrast to closed-ended questions, open-ended questions allow participants to use their 

own words to answer questions. Open-ended questions are phrased so that the respondents 

are encouraged to explain their answers and reactions to the question with a sentence, a 

paragraph, or even a page or more, depending on the survey (Barribeau, et al., 2005). Open-

ended questions allow respondents to provide more information, including feelings, attitudes 

and understanding of the subject. This allows researchers better understanding of the 

respondents' true feelings on an issue. Open-ended questions permit answers that were not 

anticipated which can suggest previously unthought-of relationships or hypotheses (Burns). 

These questions are used when possible answers are numerous, diverse and cannot be 

anticipated (Fowler, 1995).    

 

Disadvantages of open-ended questions included that they are harder to analyse and 

summarise than close-ended questions. It can be difficult to compare the meanings of answers 

because open-ended questions ask respondents to use their own words, resulting in responses 

that vary in content and length. Furthermore, open-ended questions may be misinterpreted by 

the participant and their responses may be misinterpreted by the researcher (Fraenkel & 

Wallen). Open-ended were not included in the study because of these reasons and because 

mothers thoughts and opinions were not sought. 
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Conversely, closed-ended questions are easier to quantify and analyse. Every response can be 

given a number or value so that statistical operations can be performed. Closed-ended 

questions can be used easily in computer analysis. There is also greater consistency of 

responses across participants (Fraenkel & Wallen, 2006) and as a result of greater uniformity 

of measurement; there should be greater reliability in responses (Burns, 2000). Surveys using 

closed-ended questions require less time from the participant and researcher, and have higher 

response rates than those using open-ended questions (Barribeau, et al., 2005). On the basis 

of these reasons the decision was made to use predominately close-ended questions in the 

parent survey. 

 

Before surveys are sent to participants, a pre-test should be performed. Pretests are essential 

in surveys to reduce error and ensure high quality (Fowler, 2002). The main purpose of 

pretests is to check peoples’ understanding and ability to answer questions. Pretests may give 

clues to participants’ willingness to respond truthfully and their memory of events. Pretests 

also allow the researcher the opportunity to see how long an instrument takes and provide a 

framework and some information for data analysis. Pre-tests should be given to a small 

sample similar to those who will be surveyed. In this instance, the survey was given to the 

researcher’s supervisors and other academic staff, as well as a small group of friends who had 

young children. Some changes were made to the format and phrasing of scale items. No data 

from the pre-test were used in the overall results of the study. 

 

The parent survey was used to establish the distribution of certain characteristics in the 

sample as well as examine the relationship between different variables. In this case, the 

survey was used to investigate the relationship between variables not subject to experimental 

manipulation. For instance, children’s care arrangements cannot be assigned to families just 

as maternal education and parenting styles cannot be manipulated by experiments. The 

relationships between these and other variables can be correlated. That is, the degree to which 

variables are related can be described using a correlation coefficient (Fraenkel & Wallen, 

2006).  Positive correlations mean that high scores on one variable are associated with high 

scores on another variable, while negative correlations mean that low scores on one variable 

coincide with high scores on another variable.  
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Correlational research has two basic purposes - to help explain behaviours or to predict likely 

outcomes (Fraenkel & Wallen, 2006). While correlational research cannot establish causality, 

or what cause relationships, it is possible to gather extensive evidence to support causality. 

The other purpose of correlation research is to predict outcomes. If a strong linear 

relationship exists between two variables it is possible to predict a score of one variable based 

on the score of the other variable. This can be done by plotting scatterplots and calculating 

the regression line (straight line) and is called a simple regression.   

 

When there is more than one predictor variable available multiple regressions are used to 

understand the relationship between several independent or predictor variables and a 

dependent or criterion variable. More specifically, multiple regressions can show how many 

and which of the variables give the most accurate prediction of the dependent variable.  In 

this study, behaviour is the dependent variable and other variables such as care arrangements, 

participation in extracurricular activities and parenting styles are the independent or predictor 

variables.  Multiple regressions best answer the research questions exploring which 

characteristics bring about positive children’s behaviour. 

 

Examination of relationships between variables not only reveals associations in the form of 

correlation coefficients but also how variables may influence each other. There are three 

possible ways variables can influence each other: (1) neither variable may influence the other 

(i.e. a symmetrical relationship); (2) both variables may influence one another (i.e. a 

reciprocal relationship); and (3) one of the variables may influence the other (i.e. a 

asymmetrical relationship) (Rosenberg, 1994). Furthermore, as discussed in Chapter One 

variables may moderate or mediate the association between variables. 

 

The final survey schedule consisted of seven sections; 

 

1. Demographic details  

These questions ascertained child’s date of birth and year level, family type, number 

of children in the family, position of child, maternal education, maternal employment 
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and gross family income. Three categories were used for gross family income; below 

$41,000, between $42,000 and $91,000 and above $92,000. These figures were based 

on the Australian federal government Family Assistance Allowance. In 2007 families 

who earned up to $42,000 per year received the full allowance. Deductions were 

made from the allowance as families earned more than $42,000; at $92,000, families 

were no longer eligible for the allowance. These three categories were loosely used as 

markers for low, middle and high income levels. The decision to use these categories 

was made after communication with the Australian Bureau of Statistics revealed that 

they did not use SES in their work. The Australian Census document was referred to 

when constructing these demographic questions. 

 

2. Previous early childhood care arrangements  

Mothers were asked to provide information about their child’s previous early 

childhood care arrangements. For each of the five years before children entered 

school, mothers were asked to record the type of care the child received and how 

many days per week and hours per day they used that care. A range of care options 

(e.g. family day care, parental care, grandparent care) were presented. Data collection 

was retrospective and therefore subject to distortions. However, studies have shown 

that mothers are considerably accurate in remembering care arrangements used 

(Baydar & Brooks-Gunn, 1991; Vandell & Corasaniti, 1990).  

 

3. Current after-school care arrangements  

Mothers were asked to record the type of care used before and after school for the five 

school days. Again examples of care types were given.   

 

4. Participation in extra-curricular activities.  

Mothers were asked to report what activities their child participated in, how many 

times a week they did this activity and the duration of the activity.   

 

5. Mother’s satisfaction with time.  

Mothers were asked if they were satisfied with the time they spent with their child and 

if not, whether they would like more or less time with their child.   
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6. The Strengths and Difficulties Questionnaire(Goodman, 1997) 

Mothers were asked to complete the behaviour checklist for their child 

 

7. The Raising Children Checklist (Shumow, Vandell & Posner, 1998) 

Mothers were asked to complete the parenting style questionnaire 

 

The same version was sent home to all children. A copy of the questionnaire is provided in 

Appendix 17.   

Chapter summary 

This chapter has provided the theoretical background to the methodology used in this study, 

and the rationale for choosing different methods. An embedded mixed method case study was 

chosen as the most appropriate research design to investigate and answer the different 

research questions. The case study methodology was based on the work by Yin (2009).  Data 

collection methods included interviews, surveys, behaviour reports, parenting reports and 

document analysis and information pertaining to these methods were described. The next 

chapter describes the study sample, how the data was collected and analysed.   
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Chapter 4  
Sample, data collection and data analysis 

Chapter Four describes the study sample and how the data was collected and analysed. This 

chapter builds on the previous chapter which detailed the methods and instruments used in 

the study. A brief overview of the research site is followed by descriptions of the seven 

schools and their OSHC service. Descriptive statistics about the children and mothers from 

the parent survey are then outlined. Various tables are presented to help compare the schools, 

OSHC services and participants. As stated in the previous chapter it is important for case 

studies to give rich descriptions to allow readers to decide if findings can be transferred to 

other situations (Elander & Rutter, 1996; Lincoln & Guba, 1985; Merriam, 1988). The 

procedure for collecting the data is then described. The chapter concluded with a discussion 

on the methods used to analyse the data. 

Profile of research site 

Eight schools were investigated in this study, one of which was only used for the pilot study. 

The schools are located in a regional city in North Queensland, Australia. The city is a major 

tourist destination, being a coastal city situated between the Great Barrier Reef and the World 

Heritage rainforest. The region is one of the fastest growing in Australia with more than 3.5 

percent annual growth, higher than both the state and national average. Approximately 

143,000 people live in the city. Indigenous persons account for 7.8 percent of the population, 

which is significantly higher proportion than the 2.3 percent for Australia as a nation (ABS, 

n.d.).   

 

The city is considered an ‘advantaged regional city’ (Baum, O'Connor, & Stimson, 2005). 

The median weekly individual income, weekly household income and family income are 

slightly higher than that of Australia as a whole (ABS, n.d.). This may have changed with the 

global financial crisis as the city relies heavily on tourism. The most common employment 

sectors were accommodation (5.0 percent); school education (4.6 percent); cafes, restaurants 

and takeaway food services (4.3 percent); hospitals (3.3 percent); and residential building 

construction (2.8 percent) (ABS, n.d.).  
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Five out of the seven schools are situated within a three kilometer radius: two state schools, 

two independent schools and one Catholic school. The suburbs where these schools are 

located are approximately 10 -12 kilometres northwest of the city centre and contain low to 

medium density residential housing. There are parks, sporting fields, bike paths and a newly 

built shopping centre. The area was previously used for sugar cane farming and large sections 

of land are still farmed. The median weekly family incomes in these suburbs are substantially 

higher than the national average and city as a whole (ABS, n.d). The areas are considered to 

be middle to high SES despite Australian governments not employing such classifications.   

 

The majority of students who attend these five schools come from the surrounding suburbs 

with additional students from further areas. Those travelling from other areas of the city pass 

other state, Catholic and independent schools to attend their preferred school. Four of these 

five schools are colleges offering Prep to Year 12. The other school is a state primary school 

and has an enrolment management plan that restricts enrolment to children living in the 

immediate area. 

 

The other two schools are located within the city confines but outside the small geographical 

pocket that contained the aforementioned schools. However, they were included in the study 

because they fit within the range of SES markers. One school is a Catholic school located at 

the beaches in the northern part of the city and has few students who travel from outside that 

area. The other Catholic school is located in a suburb close to the city centre. The suburbs 

surrounding the schools have mixed SES. Students attending this school come from both 

neighboring suburbs as well as southern suburbs.   

 

Student populations of the seven schools were very similar. Despite the city having a high 

indigenous population, only two schools had numbers of indigenous students that matched 

the city’s proportion of the population. For six of the schools, indigenous students accounted 

for less than four percent of the total number of students. Similarly, only two schools had 

higher than five percent of children coming from Non English Speaking Backgrounds 

(NESB). No one school had both high number of indigenous and NESB students. Thus, the 
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student populations were relatively homogeneous with the majority of students being of white 

English speaking heritage. 

 

Each of the schools offered OSHC and was in some way linked to the service. The OSHC 

service was either operated by the school, the school’s Parents and Citizens association or 

education services affiliated with the school. Any profits made from the OSHC services went 

back into the service or to the school. The proportion of students using OSHC ranged from 10 

percent to 33 percent. All seven schools offered after-school care and vacation care and five 

schools offered before-school care as well. Six of the seven OSHC were involved or had 

previously been involved in Active After-School Communities. This is a national initiative 

under the Australian Sports Commission that aims to get non-active children involved in 

structured physical activities and to build pathways with local community organisations, 

including sporting clubs. In recent, years there have been funding cuts meaning fewer schools 

are able to access the program. 

Profiles of Schools 

School 1- State Primary 

School 1 is a state primary school with 679 students enrolled in 27 Prep to Year 7 classes. It 

is one of the city’s older schools, having opened in 1923. The school has an enrolment 

management plan to ensure local children have access to their nearest school. There are 

guidelines for enrolments from outside the local catchment area. Less than five percent of 

students are indigenous or come from non-English speaking backgrounds.   

 

OSHC is managed by the school’s Parents and Citizen’s Association. It is one of the oldest 

OSHC services with after-school care programs running for approximately 20 years. The 

service offers both before and after-school care as well as vacation care. The centre is 

currently licensed to care for 60 children after school and during vacation care and 25 

children before school. In 2009 they will be licensed to care for 75 children after school. 

Approximately 10 percent of the school access OSHC. The service is located in a very large 

purpose built OSHC facility and is well resourced. The school was previously involved with 
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Active Communities. The coordinator is employed full-time, generally working between 

10:00 am till 6:00 pm allowing for uninterrupted administration time. Eight staff members are 

employed as well as extra casual staff during vacation care. One staff member has been there 

for the past 17 years. Two staff members have children at the school. Staff members work 

between two to five shifts a week.    

School 2- State college 

School 2 is a state college. The school was a primary school only until 2007 when the middle 

school (Years 7 - 9) was opened on another site across the road. The senior school opened in 

2009 and in 2011 the college will offer Prep to Year 12. There are 911 primary children  

(P - Year 6) in 33 classes. Less than five percent of students identify themselves as 

indigenous or come from non-English speaking backgrounds. The school was established in 

1932 and moved to the present site in 1994. 

 

OSHC is run by the school’s Parents and Citizens’ Association. The service provides before-

and after-school care and vacation care. The centre is licensed to care for 60 children after 

school and during vacation care and 30 children before school. Approximately 25 percent of 

the primary student population utilise OSHC. The program is located in a purpose built 

community learning centre. The centre is used by the school, community groups as well as 

OSHC. The service is not as well resourced as the other large centres in the study. OSHC was 

previously involved with Active Communities. The coordinator is employed full-time. She 

works both the before- and after-school sessions as well as some extra non-contact time. 

While much of her work in the afternoon sessions is administrative, there is minimal 

uninterrupted non-contact time. A total of ten staff work between two and nine shifts a week 

and other casual staff are employed during vacation care. It is OSHC policy not to employ 

parents of children at the school. 
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School 3 – Catholic college 

School 3 is a co-educational college offering primary, middle and secondary schooling. In 

2009 the college will have classes from Prep to Year 12. There are 732 children enrolled in 

Years Prep to 7. There are 27 primary classes. The school was opened in 2001 and is part of 

the diocese Catholic Education Services. The school has less than three percent of children 

who identify themselves as indigenous or speak a language other than English at home. 

 

The school provides OSHC and the college principal and junior school principal share 

responsibility for its management. The service runs as a separate business from the school. 

OSHC offers before- and after-school care and vacation care. The centre is licensed to care 

for 75 children in after-school care, 65 children in vacation care and 30 children in before-

school care. Approximately 30 percent of the primary school accesses OSHC. The service is 

located in a purpose built OSHC facility and is very well resourced. The centre is sometimes 

used by the school for activities and a playgroup is held there once a week. The service was 

previously involved with Active Communities. The coordinator and assistant coordinator 

both work full-time; their hours are divided into non-contact time during the school day and 

interaction with the children. The coordinator also teaches senior students TAFE children’ 

services courses. Ten regular staff plus casual staff are employed. As part of the diocese, the 

OSHC pays for the support of the diocese OSHC Project Officer. This person can be likened 

to a regional or area OSHC coordinator who offers advice and support but has no 

management responsibilities.  

School 4 – Independent Christian College 

School 4 is a small independent school offering Prep to Year 12 co-educational schooling. It 

is the smallest of the school sample with 356 children, 217 being primary students (Years P – 

6). There are ten classes in the primary school. The school is part of the Christian Church 

located on the same grounds and is a member of Christian Schools Australia (CSA) and 

Independent Schools Queensland. The school has the highest number of indigenous students 

in the sample (15 percent). Students from non-English speaking backgrounds account for less 
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than five percent of total enrolments. The school hires private buses to provide transport 

services for children living in suburbs nearby and further afield. 

 

The OSHC is provided by the school with the Head of Junior School responsible for the day-

to-day operation. The service provides after-school care and vacation care only.  While after-

school care started in 2006, vacation care recently began operation in 2008. The centre is 

licensed to care for 25 children in after-school care and vacation care. Approximately 13 

percent of students access OSHC. The OSHC service operates from a Prep classroom. It is 

difficult to discern the presence of OSHC within the classroom. The service is not involved 

with Active Communities but the coordinator is looking in to it. The coordinator is employed 

part-time by OSHC and also works as a teacher aide in the junior school. There is one other 

permanent member of staff as well as some casual workers for vacation care. Both staff 

members are grandmothers to children in the school.   

School 5 – Lutheran college 

School 5 is a Christian co-educational day and boarding school that offers Kindergarten (pre-

school) and Prep to Year 12. Boarding is available to middle and senior school students. 

There are 500 students enrolled in the college, 207 of whom are primary students (Prep to 

Year 5). There are nine primary classes. While there are very few indigenous students, 

approximately 10 percent of students come from non-English speaking backgrounds. The 

school is owned and operated by the Lutheran Church of Australia, Queensland District. The 

school has recently acquired several buses to provide transport services to children. The 

numbers of children attending OSHC have declined since the introduction of bus services as 

parents have chosen to use the bus services instead of OSHC. 

 

The college offers OSHC to children in the junior school (Prep to Year 6), however the 

service is managed by Queensland Lutheran Education Children’s Services (QLECS). A 

regional coordinator is based in Brisbane and visits the centre once a month. The service 

offers before-and after-school care and vacation care. Currently the centre is licensed to care 

for 20 children in before- and after school and vacation care. The program is located in a 

moderately resourced Parents and Friends centre. OSHC is currently involved with Active 
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Communities and different programs are delivered twice a week. Further information about 

the service was unavailable as the coordinator was reluctant to gather data and then left her 

position. In addition to the coordinator’s departure, there was a large turnover of staff during 

that year. The original coordinator worked part-time hours, although according to the regional 

coordinator that was her choice as she was also employed as a teacher at another school. A 

percentage of OSHC profits pay for the service of a regional coordinator.   

School 6 – Catholic primary 

School 6 is a Catholic primary school with 421 students enrolled in Prep to Year 7. There are 

17 classes in total. The school is located on the Northern Beaches. It is the only school that 

does not have children come from outside the area. There are very few children from non 

English speaking backgrounds or who identify themselves as indigenous. The school was 

opened in 1987 and is part of Catholic Education Services. 

 

The school provides OSHC and the principal is responsible for the operation of the service. 

The service is run as a separate business from the school. It provides before- and after-school 

care and vacation care. The centre is licensed to care for 75 children after school and during 

vacation care and 15 children before school. Approximately one third of the school uses 

OSHC. Previously the service was located in two unused classrooms but recently moved into 

a large hall under the parish church adjacent to the school grounds. The centre is extremely 

well resourced. The coordinator is employed full-time between the hours of 10:00 am and 

6:00 pm, allowing uninterrupted administration time during the day. Eight regular staff 

members work mostly five days a week. Extra staff members are employed during vacation 

care. None of the staff members have any links to the school either by way of family or 

employment. Being part of Catholic Education Services, the OSHC pays a percentage of its 

total wages bill for the service of the diocesan OSHC project manager.   

School 7 – Catholic Primary 

School 7 is the largest Catholic primary school in the diocese with 506 children in 19 Prep to 

Year 7 classes. The school is located close to the city centre. Students travel from both near 
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and far suburbs to attend the school. There are few indigenous students and approximately 12 

percent of students come from non-English speaking backgrounds. The school was opened in 

1964 and is part of Catholic Education Services. 

 

The school provides OSHC and the principal is responsible for its management. The service 

is operated as a separate business from the school. The OSHC is currently the largest in the 

city and is licensed to care for 100 children after school and 75 children during vacation care. 

These places are filled and there is a waiting list of approximately 50 children. Before- school 

care is not offered as school commences at 8:10am. Approximately 30 percent of the school 

access OSHC. The program is located in a renovated preschool and an additional building is 

currently being constructed. The centre is well resourced. The school is involved with Active 

Communities and different programs are offered three times a week. Like the other two 

Catholic schools, a percentage of the wages bill pays for the service of the diocese OSHC 

project officer. 

 

The coordinator is employed full-time: most of these hours are during the school day 

allowing for uninterrupted daily non-contact time. As part of her hours, the coordinator also 

works in the school office every morning for one hour. An assistant coordinator is also 

employed full-time. Thirteen staff members work between two and five afternoons a week. 

Of these staff members, three are parents, one is a grandparent and two are sisters of children 

in the school. Two other staff members are teachers at the school. The coordinator also has a 

child enrolled in the school. Only four staff members have no connection to the school. Other 

additional casual staff members are employed during vacation care.       

 

Tables 4.1 and 4.2 give a brief overview of the characteristics of the schools and OSHC for 

easy comparison. Numbers of enrolments within the schools and OSHC were correct at the 

time of data collection.  
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Table 4.1 
A comparison of the seven sample schools according to general enrolment information 

 1 2 3 4 5 6 7 

Type of school State Primary 
School 

 

State College 
 

Catholic College 
 

Independent 
Christian 
College 

Independent 
Lutheran College 

 

Catholic Primary 
School 

 

Catholic Primary 
School 

Year levels 
offered 

P-7 Currently 
P-9 

2011 P-12 

Currently P-11 
2009 P-12 

P-12 P-12 
 8-12 is a 

co-educational 
boarding school 

P-7 P-7 

Total enrolments  
for Primary 

students 

669 911 (P-7) 732 (P-7) 217 (P-6) 207 (P-5) 420 510 

Number of 
primary classes 

27 33 27 10 9 17 19 

Percentage of 
indigenous 

students 

2% 2.5% 2.9% 15% 1.5% 2.3 % 4% 

Percentage of 
NESB students 

5% 1% 3 % 4% 10% 5% 12% 

Other important 
identifiers 

Managed 
enrolment 

policy 

 Part of Catholic 
Education 
Services 

School bus 
service 

School bus 
service 

Part of Lutheran 
Education 

Queensland 
(LEQ) 

Part of Catholic 
Education 
Services 

Part of Catholic 
Education 
Services 
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Table 4.2 
Comparison of seven OSHC services  

School Years open 
(approx) 

License numbers % of school who 
uses OSHC 

(approx) 

Year level 
enrolments 
(approx) 

Percentage of 
children who attend 

(approx) 

Type of Building Relationship to the 
school 

Access to higher 
OSHC management 

1 

 

20 60 for ASC 
25  for BSC 
60 for Vac care but only 
take 45 

10% P - Yr 3 = 76% 
Yr 4/5 = 18 % 
Yr 6/7 = 7 % 

30% - 5 days 
50% - 3-4 days 
20%  - 1-2 days 

Purpose built 
OSHC facility 

Run by the  P&C  

 

- 

2 16 60 forASC 
30 for BSC 
60  for vac care 

25% P - Yr 3 = 63% 
Yr 4/5 = 19 % 
Yr 6/7 = 18% 

30% - 5 days 
50% - 3-4 days 
20%  - 1-2 days 

School’s 
community 
learning centre.   

Run by the  P&C  

 

- 

3 8 75  for ASC 
30 for BSC 
65 for vac care,  

32% P - Yr 3 = 56% 
Yr 4/5 = 30 % 
Yr 6/7 = 14 % 

20% - 5 days 
70% - 3-4 days 
10%  - 1-2 days  

Purpose built 
OSHC facility but 
playgroup is held 
there. 

 Part of school but 
run as a separate 
business 

Diocese OSHC 
Project Officer 

4 2 25  for ASC 
25  for Vac care 

13% P - Yr 3 = 70% 
Yr 4/5 = 17 % 
Yr 6/7 = 13% 

50% - 5 days 
30% - 3-4 days 
20%  - 1-2 days  

Share Prep 
classroom 

Part of school - 

5 14 20 for ASC 
20 for BSC  
20 for Vac care 

Information not 
available 

Information not 
available 

Information not 
available 

P & F community 
building 

Managed by 
QLECS 

QLESC area 
coordinator 

6 7 75 for ASC 
15 for BSC 
75 for Vac care 

33% P - Yr 3 = 66% 
Yr 4/5 = 24 % 
Yr 6/7 = 10% 

50% - 5 days 
30% - 3-4 days 
20%  - 1-2 days  

Renovation of 
existing area under 
church 

Part of school but 
run as a separate 
business 

Diocese OSHC 
Project Officer 

7 10 100 for ASC 
No BSC school starts at 
8:10 am 
75 for Vac care 

30% P - Yr 3 = 52% 
Yr 4/5 = 33 % 
Yr 6/7 = 15% 

50% - 5 days 
20% - 3-4 days 
30%  - 1-2 days  

 

Renovation of old 
classroom.   New 
building under 
construction 

Part of school but 
run as a separate 
business 

Diocese OSHC 
Project Officer 
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Participants  

Surveys were sent out to all mothers of children in Prep to Year 3 in all seven schools. The 

overall return rate was 60.5%. Approximately 44% (n=403) of the sample attended state 

schools, 43% percent (n=390) attended Catholic schools and 12% (n=103) attended 

independent schools. Table 4.3 provides the return rates according to allocated school 

numbers. 

 
Table 4.3 
Frequency distribution of the maternal surveys returned according to schools 

School n % of surveys 

returned 

1  State primary 145 46.2 

2  State college 258 65.0 

3  Catholic college 163 51.4 

4  Independent Christian college 66 55.0 

5  Lutheran college 47 44.3 

6  Catholic primary 89 48.9 

7  Catholic primary 138 56.8 

 

Mothers of 906 children from 75 Prep to Year 3 classes from seven schools returned the 

parent survey. Some of these mothers may be the same if they had more than one child 

attending school in Prep to Year 3 as there were no unique identifiers to obtain exact numbers 

of mothers. There were approximately equal numbers of boys (50.5%) and girls (49.5%). The 

number of Year 1 children was much smaller, as only those children born in the second half 

of 2002 could begin Prep in the previous year. As such Year 1 is only half a cohort of 

children. See Table 4.4 for details of the number of children according to gender and year 

level. The discrepancies in the total numbers for all the variables discussed are due to missing 

data. Percentage columns that do not add to 100 % are due to rounding. 
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Table 4.4 
Frequency distribution for gender and year level of children  

Variable  n % 

Gender Males 448 50.5 

 Females 438 49.5 

    

Year level Prep 271 30.6 

 Year 1 145 16.1 

 Year 2 239 26.6 

 Year 3 244 27.1 

 

The type of family children belonged to were as follows: 85.3% (n=769) had two parent 

families; 8.8% (n=79) had single parents; and 5.8% (n=55) had shared custody, blended 

families or other family arrangements. Most children had one or more siblings: 48.7% had 

one sibling (n=437); 27.6% had two siblings (n=248); 7.5% had three siblings (n=67); and 

11.8% had more than four siblings (n=39). The proportion of only children was 11.9% 

(n=107). The overwhelming majority of children in the sample were first- or second-borns 

(47% and 35% respectively). Only 12.4% (n=111) were third-born while 7% (n=53) were 

fourth- or later-borns.    

 

Family income and maternal education were used as indicators of socio-economic status. The 

majority of children’s mothers belonged to the middle and upper brackets of these two 

indicators. For maternal education, 72.2% of the children’s mothers had completed some 

tertiary studies. Similarly, for gross family income 86.8% of the children’s families earned 

above $41,000 a year; 39.4% of these earned above $92,000. From these figures it seems 

reasonable to say that the sample is middle to high SES. See Table 4.5 for more information 

about children’s mothers’ education levels and family income.  
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Table 4.5 
Frequency distribution for education level, gross family income and employment status of 
child’s mother  

Variable  n % 

Education level  Completed Year 10 96 10.9 

Completed Year 12 150 17.0 

Completed TAFE or 
college certificate 

291 33.0 

Competed university 
degree 

276 31.3 

Completed post-
graduate studies 

70 7.9 

    

Gross Family 
income (per year) 

Below $41,000 114 13.0 

Between $41,000 and 
$92,000 

415 47.4 

Above $92,000 345 39.4 

    
Employment status Full-time employment 245 27.2 

Part-time employment 451 50.1 

Home-duties 204 22.7 

 

Employment status of the children’s mothers was also examined. Originally more categories 

were used including studying and seeking employment; however, these were collapsed to 

form three basic groups. Half of the children’s mothers worked part-time. The other half was 

nearly equally divided between mothers who worked full-time and mothers who performed 

home duties. 

Children’s current after-school care arrangements 

Just over two-thirds (67.5%) of the children received full-time parental care after school. The 

other third (32.5%) received some other type of care either extensively or in combination 

with parental care. A quarter of the children (25.4%, (n=228) received a combination of 

parental and other care, while 7.1% (n=64) received full-time nonparental care during the 

hours after school. See Table 4.6 for details of care arrangements. 
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Table 4.6  
Frequency distribution of children’s after-school care arrangements  

Type of care arrangement n % 

Full-time parental care 606 67.5 

Combination of parental care and formal care  

(after-school care, daycare centre, family daycare) 

131 14.6 

Combination of parental care and informal care 

(neighbours, babysitter, relative, friend etc) 

55 6.1 

Full-time after-school care 42 4.7 

Full-time daycare, family daycare and informal 

care 

33 3.7 

Other (combination of parental, formal, informal, 

sibling and selfcare) 

31 3.4 

 

Extra-curricular activities participation 

Approximately 80% of the children in the sample participated in some extra-curricular 

activity. The most popular activity was swimming, with one third of the sample involved in 

this activity. The next most popular activities were soccer, dancing and gymnastics. 

Approximately one quarter of the children participated in other activities which included 

BMX racing, nippers (junior lifesaving), athletics, music, baseball, basketball and church 

groups to name a few. Table 4.7 includes the full list of activities and numbers of children 

who participated in them. 
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Table 4.7  
Frequency distribution of extra-curricular activities children participated in  

Activity n %* 

No activities 185 20.4 

Swimming 301 33.2 

Soccer 163 17.9 

Dancing 144 15.9 

Gymnastics 105 11.6 

Rugby 55 6.1 

Tennis 40 4.4 

Scouts/Guides 35 3.9 

Martial Arts 31 3.4 

AFL 30 3.3 

Hockey 26 2.9 

Netball 8 .9 

Other 234 25.9 

*Total adds to more than 100% as children could participate in more than one activity 

 

More than half of the children spent between one to three hours participating in extra-

curricular activities per week. Just under a quarter of the children spent more than three hours 

in extra-curricular activities per week. Approximately 40% of children participated in one 

activity, while another 28% participated in two activities per week. Private tutoring or 

Kumon lessons were not included as extra-curricular activities as they are considered to be 

more remedial than enriching and children are not as motivated to participate in these 

activities. See Table 4.8 for complete information about time spent and number of activities 

children participate in. 
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Table 4.8  
Frequency distribution of the amount of time children spent per week and number of extra-
curricular activities children participated in 

Variable  n % 

Amount of time 
spent per week 

No time 185 20.4 

 0 – 59 mins 90 9.9 

 60 to 179 
minutes 

431 52.4 

 More than 180 
minutes 

200 22.1 

    

Number of 
activities 

0 185 20.4 

 1 360 39.7 

 2 249 27.5 

 3 88 9.7 

 4 or more 24 2.6 

Previous child care experiences 

More than three-quarters of the children (77.4%, n=701) received some non-parental care 

before entering school. In terms of child care experiences, not including early education such 

as kindergarten and preschool, 22.6% (n=205) received only parental care; 57.8% (n=524) 

received some nonparental care; and 19.5% (n=177) experienced extensive nonparental care. 

Extensive care was defined as more than 30 hours a week. Children who had attended care 

for three days a week for more than three years were also classed as having extensive child 

care.  

 

Child care experiences were coded into five categories for simplicity and to keep cell 

numbers from being too small. Care was full-time, part-time or extensive. Formal care 

included daycare centres and family daycare. Extensive centre care was included so results 

could be compared to other research. Informal care included all other types of care such as 

that provided by grandparent, relative, nanny or friend. Within part-time informal care, many 
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children (n=60) experienced a combination of care. That is they had more than two types of 

care arrangements. These did not include any formal care types. Similarly, those children 

experiencing extensive other care may have had some centre care. For example, the child 

may have attended family daycare full-time for three years and a child care centre full-time 

for two years. Table 4.9 provides further details of early child care arrangements.  

 

Table 4.9 
Frequency distribution of children’s early child care arrangements  

Type of care arrangement n % 

Full-time parental care 205 22.6 

Part-time informal care (grandparent, 
relative, nanny) 

95 10.5 

Extensive other care (family daycare, 
nanny, relative) 

81 8.9 

Part-time formal care (daycare centre, 
family daycare)  

429 47.4 

Extensive centre care 96 10.6 

 

In all of the above groups except extensive centre care, children may have also attended 

kindergarten or preschool. The decision to not include these early education experiences as 

child care experiences was based on differences in teacher qualifications, child-staff ratios 

and program aims and quality. 

Non respondents  

Information about non-respondents was not available. It is possible that there is a difference 

between respondents and non respondents due to the study topic. Parents who are interested 

in parenting are more likely to respond to a survey on parenting than those who are less 

concerned about child rearing practices. Durkin (1996) argued that sample bias may occur 

based on characteristics of parents who respond and those that do not. There is some support 

for this claim from the teacher behaviour reports. Of the 693 children whose teachers 

completed the SDQ, 339 children (49.9%) returned the parent survey. There was a significant 

difference between the behaviour of those who returned the surveys and those who did not 
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(details are described in the results section). According to teacher behaviour reports those 

children who returned the surveys had significantly better behaviour than those who did not 

return the surveys. 

Teacher information/participation 

A total of 31 teachers completed the SDQ for the children in their class. Of these teachers, 23 

taught in Catholic schools (74%); 5 taught in independent schools (16%); and 3 taught in 

state schools (9%). Only 3 out of the 31 teachers were male (9.7%). Teachers who had been 

teaching between one and five years accounted for approximately half of the sample (51%). 

The other half of the sample was approximately equally divided between those who had been 

teaching between six and 19 years (26%) and those who had been teaching for more than 20 

years (23%). Of all the teachers, 55% had children of their own. Table 4.10 below provides 

information about teachers’ participation in each of the seven sample schools. 

 

Table 4.10  
Frequency distribution of teachers who participated in the study for each of the seven schools 

School number  
and (type) 

Teachers who 
participated in 

study 

Total teachers 
available 

% of  teachers 
who participated 

1  State primary 2 14 14 

2  State college 1 18 6 

3  Catholic college 6 12 50 

4  Independent Christian college 4 7 57 

5  Lutheran college 1 6 17 

6  Catholic primary 8 9 89 

7  Catholic primary 9 9 100 

 

Teachers from 31 Prep to Year 3 classes completed the SDQ for 693 children. Those children 

with learning disabilities or social-emotional disorders were not included in the study. 

Similarly, teachers did not complete a behaviour report for children who did not receive 

parental care, after-school care or a combination of both (e.g. for children who went home to 

neighbours or nannies). In most cases a report was completed for every child in the class. 
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There were slightly more girls than boys, 52% compared to 48%. Table 4.11 shows the 

numbers of classes in each year level that were included in the teacher sample. 

 

Table 4.11  
Frequency distribution of the number of classes and children teachers completed SDQ for 
according to year level 

Year level Number of classes 
teachers completed 
behaviour reports 

n % 

Prep 8 183 26.4 

1 7 147 21.2 

2 8 211 30.4 

3 8 152 21.9 

Total 31 693 100 

 

According to teacher reports, 93 children (13.4%) attended full-time after-school care, 475 

children (68.5%) received full-time parental care and 125 children (18%) received a 

combination of parental care and after-school care. Of the 31 teachers who completed the 

SDQ for children in their class, 28 were interviewed. One teacher from each Catholic school 

did not want to be interviewed (i.e. three teachers in total). 

Principal information 

Six of the seven principals participated in the study. From School 4, the head of the junior 

school participated instead of the principal as she was responsible for OSHC. Of the seven 

principals three were female and four were male. Five of the seven had been in a principal 

position for approximately 10 - 15 years, while the other two had been in the position for 

longer. In relation to their schools, three were principals of primary schools only; three were 

principals of colleges (Prep to Year 9, and Year s11 and 12); and one was head of the junior 

school in a Prep to Year 12 college. The principals of colleges all were assisted by deputies or 

heads of the junior school but the principals were either responsible for OSHC or in some 

way connected to OSHC through their role. 
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After-school care coordinators and staff information 

All seven OSHC coordinators were female. Three of the seven had been in the position for 

more than five years while the other four coordinators had been in the position between three 

and four years. Four of the coordinators had children of their own. A total of 19 OSHC staff 

were interviewed, of these only five were male. The coordinators reported that the staff had 

worked in OSHC between three months and 18 years.  

Index of dissimilarity  

In order to compare the study sample with the Australian population an index of dissimilarity 

was calculated. The index of dissimilarity is a measurement of the overall difference between 

two percentage distributions. Originally the index was used as a measure of residential 

segregation (Duncan & Duncan, 1955), but is now used to convey the differences in 

residential preference, education or income in the population with respect to gender or race 

(Mulekar, Knutson, & Champanerkar, 2008). The index of dissimilarity is calculated by 

adding together the differences between the numbers in each pair of corresponding values 

and halving the total. The value of D ranges from 0 to 1 (or 0 to 100 as a percentage) where a 

result close to 0 means no disparity while a result close to 1 means complete disparity.  

D indicates the minimum proportion of either group that would have to change categories to 

make the two relative frequency distributions identical (Sakoda, 1981). An example of this 

would be if gender within employment categories has a dissimilarity index of 65, then 65% of 

males or 65% of females would need to move to another employment category to make males 

and females evenly distributed across all employment categories. 

 

An index of dissimilarity was used to compare family status, family income, maternal 

education and employment, child care experiences and participation rates in extra-curricular 

activities between the study and the population. See Table 4.12 for measures. 
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Table 4.12 
Distributions of selected socio-cultural variables of the study sample and the Australian 
Population Census 2006 with their respective indices of dissimilarity (ABS, 2006b). 

Variable Study sample Australian sample Id 

 n % n %  

Family status       
       Both parents 769 85.3 1,929,800 77.5  

10.8        Single parents 79 8.8 559,358 22.5 

Gross family income (yearly)       
        Below $41,000 114 13.0 284,668 14.2  

 
4.5 

        Between  $42,000 and   $91,000 415 47.4 859,235 43.0 
        Above $92,000 345 39.4 855,613 42.8 

Maternal education       
        Completed Year 10 96 10.9 1,856,363 28.3  

 

 

 
41.6 

        Completed Year 12 150 17.0 2,692,191 41.1 
        Completed TAFE or college cert.    291 33.0 998,917 15.2 
        Competed university degree 276 31.3 864,149 13.2 
        Completed post-graduate studies 70 7.9 142,062 2.2 

Maternal employment   Between 20-44 years  
       Full-time employment 245 27.2 1,239,313 39.0  

 
20 

       Part-time employment 451 50.1 955,392 30.1 
       Home-duties 204 22.7 980,199 30.9 

Early child care experiences   Ages 0-4   
      Parental care only 205 22.6 612,000 45.3  

22.7       Children using nonparental care 701 77.4 739,000 54.7 

After-school care experiences   Ages 5 -8   
       Parental care 606 67.5 644,000 60.9  

6.2       Children using nonparental care                                       300 33.5 415,000 39.2 

Extra-curricular activities      
      Children who participate  721 79.6 2,560,700 73  

6.6       Children who do not participate  
 

185 20.4 716,400 27.0 
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While some parameters including family status, family income, after-school care experiences 

and rates of participation in extra-curricular activities are not that different between the 

Australian population and the study sample, others vary greatly. The greatest difference 

between the two groups is the level of maternal education, where 41.6% of the sample would 

need to move to a different educational level to be the same as the population. Mothers in the 

study sample had higher levels of education. Specifically, 33% and 31.3% of the mothers in 

the sample have attained a college/TAFE and university qualification respectively compared 

to only 15.2% and 13.2% of the whole population.  

 

Given the high levels of maternal education it is not surprising that maternal employment and 

early child care experiences differ widely from the population. Mothers who have higher 

levels of education are more likely to seek employment outside the home and therefore rely 

on other forms of non-parental care to help care for their children. Twenty percent of the 

sample would need to move to different employment category to be equal to the population. 

Half of the mothers in the sample worked part-time, while the other half was approximately 

divided equally among those who worked full-time and those who were not employed outside 

the home. In contrast, 40% mothers in the population worked full-time; 30% of mothers 

worked part-time; and 30% did not work outside the home. In terms of early child care 

experience, 22.7% of the sample would need to move to a different care arrangement to be 

equal to the population. Greater numbers of children in the sample accessed non-parental care 

than in the population, 77.4% compared to 54.7%.   

 

In summary, mothers in the sample were better educated and more often worked part-time 

than mothers in the population. Likewise, children in the sample accessed more non-parental 

early child care than the Australian population. Other parameters such as family income and 

status, participation rates in extra-curricular activities and after-school care were similar to 

that of the Australian population. 
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Procedure 

Ethics approval was granted by the university (see Appendices 18 and 19). Approval to 

conduct research in state schools was granted by Education Queensland and Catholic 

Education Services (see Appendices 20 and 21). Permission was verbally granted by the 

principals of the two independent schools. Data collection covered a ten-month period, from 

March 3, 2008 to December 12, 2008.   

 

Interviews were held with the principals from five state schools, six Catholic schools and two 

independent schools in middle to high SES suburbs of the city to invite them to participate in 

the research. The principal from one Catholic school declined to join the study. Participant 

principals either asked their teachers to join the study during a staff meeting or supplied them 

with a flyer from the researcher. There was no interest from teachers in three state schools 

and two Catholic schools and as a result those schools were not included in the study.    

 

As in the pilot study the researcher taught the classes while the participant teacher completed 

the SDQ for each child in the class who received full-time parental care, full-time after-

school care or a combination of parental and after-school care. In order to ensure anonymity 

children’s dates of birth were to identify children. The teachers were interviewed during some 

non-contact time during the researcher’s visits to the schools. Confidentiality and anonymity 

was assured. A total of 693 SDQs were completed and 31 teacher interviews were held. 

 

Permission was given by the principals of the seven schools to send home a survey to every 

mother of children in Prep to Year 3. Teachers gave out the surveys during class time. A copy 

of the parent information letter in provided is Appendix 22. A post box was provided in every 

classroom for children to return the surveys and free pizza or tuckshop lunch was offered as 

an incentive to the class who returned the most surveys. Children were identified by their 

birth date and class to ensure anonymity.  
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Classroom teachers administered the child satisfaction survey during class time. A brief 

lesson plan was given to all teachers to help ensure standardisation of delivery. Teachers led a 

five minute discussion about things children like to do with their parents. Children were then 

given the survey to complete. The children’s class and dates of birth were used to identify the 

children and to match their responses to their mother’s responses. All Year 2 and 3 classes 

were asked to complete the survey. Only four Year 2 classes from School 2 did not 

participate in this activity. A total of 675 children completed the surveys. 

 

The principals of Catholic and independent schools introduced the OSHC coordinator to the 

researcher and informed them of the study. In the case of the state schools, the researcher 

approached the coordinators herself and invited them to be part of the study. The OSHC 

coordinators were asked if they could be interviewed; provide information about the children 

attending OSHC and the staff who currently worked there, and to complete the SDQ for 50 

children. The coordinators were also asked if their staff members could be briefly 

interviewed.  

 

Interviews with OSHC coordinators and staff were held after data had been collected from 

teachers and parents. The interviews took place during preparation time before the children 

arrived. Staff members were invited to be interviewed and the interviews which lasted 

between five and ten minutes were held away from other staff members to allow for 

confidentiality of answers. Five or six staff members were interviewed from each centre, 

except in the case where there was only one other staff member. Staff members from two 

services were not interviewed. One OSHC would not allow staff members to be interviewed 

as the coordinator felt the staff were not educated enough to give reliable answers. The other 

OSHC had experienced high staff turnover during the year and there were no new staff 

members who knew the children well enough to comment on them. Interviews with 

coordinators were generally held over two sessions and lasted between 15 to 20 minutes each.  

 

Coordinators were asked the following information about their service; number of children 

enrolled; ages of children; proportion of students attending OSHC within the school; number 

of weeks the service operated; type of building used; participation in Active Communities; 
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and financial status. Information about the staff related to number of shifts a week; 

qualifications; length of time employed by OSHC; links to the school and training provided. 

Copies of the latest accreditation results were collected by the researcher. Information about 

numbers of children from one OSHC are missing as the coordinator left before giving the 

information and the service was without a coordinator for a month and by the time a new 

coordinator was instated the school year was finished.  

 

Coordinators were also asked to complete the SDQ for 50 children in Prep to Year 3. Of these 

50 children, 25 attended after-school care full-time, while the other 25 attended on a regular 

part-time basis. Those services with less than 50 children completed the SDQ for all the 

children in Years Prep to 3 who attended full or part-time after-school care. Coordinators 

were given gift vouchers as an incentive for completing the behaviour reports. Six out of the 

seven OSHC coordinators returned the SDQs. One coordinator was reluctant to report on the 

children’s behaviour. The SDQs from one school were not included as they were considered 

invalid. Birthdates did not match class lists and several forms had been photocopied for 

multiple children. In total, 230 SDQs were completed by OSHC coordinators.   

 

Principals and the area coordinator from the Catholic schools and regional coordinator from 

one independent school were interviewed after data had been collected from the coordinators. 

These interviews generally lasted half an hour. The last interview was held with the director 

of QCAN. The chain of evidence is located in Appendix 23. 

Data analysis  

Quantitative data   

The Statistics Program for Social Sciences (SPSS) 17 was used to perform statistical analysis. 

The SPSS is one of the most commonly used statistical packages (Field, 2009). The following 

tests were performed to find statistically significant relationships and differences among the 

different variables: T-tests; chi-squared tests for independence; Mann-Whitney U tests; and 

Kruskal-Wallis tests. A brief description of each test is given along with how the effect sizes 
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were calculated. Rotated factor analysis was used to analyse parenting styles and is described 

below.   

 

Effect sizes measure the magnitude of the observed effect or the strength of a relationship 

between variables. The American Psychological Association (APA) (2009) recommends that 

researchers report effects sizes in any published work. According to the APA statistical task 

force the inclusion of effect sizes enables readers to evaluate the stability of results across 

samples, designs and analyses and informs power analyses and meta-analyses needed in 

future research (Wilkinson & APA Task Force on Statistical Inference, 1999). McCartney 

and Rosenthal (2000) further added that significance tests need to be accompanied by effect 

size estimates for research to be useful in the policy arena.  

 

Many measures of effect size have been proposed but the most common are Cohen’s d, 

Pearson’s correlation coefficient r and the odds ratio (Field, 2009). Pearson’s correlation 

coefficient r was used in this thesis based on the interval level variables. As an effect 

measure, r lies between 0 (no effect or relationship) and 1 (a perfect effect or relationship). 

Cohen's (1992) well-cited benchmarks continue to guide most research. An r of .10 is 

considered small; .30 moderate; and .50 large. The effect explains 1%, 9% and 25% of the 

variance respectively.  

 

Only one parametric test, a T-test was used in the data analysis. Parametric tests assume that 

the sample has a normal distribution. Independent samples t-tests are used to compare the 

mean scores of two different groups of people or conditions on a continuous variable. In this 

study, t-tests were used to compare the behaviour scores of this sample with an Australian 

normative sample. 

 

All other statistical tests performed were non-parametric tests. Non-parametric tests are used 

when there is a violation of the assumptions for a parametric test. They are sometimes called 

assumption-free tests because they make fewer assumptions about the distribution of the data 

(Field, 2009). In this case, the distribution of the sample was unknown. Non-parametric tests 
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find differences between groups. Most non-parametric tests work on the principal of ranking 

the data where each score is given a rank. That is, the highest score is given the rank of 1, the 

next highest the rank of 2 and so on. High scores are represented by high ranks and low 

scores are represented by low ranks. The analysis is carried out on the ranks rather than the 

actual data.  

 

The chi-square test for independence is used to investigate the relationship between two 

categorical variables. Each of these variables can have two or more categories. This test 

compares the observed frequencies or proportions of cases that occur in each of the 

categories, with the values that would be expected if there was no association between the 

two variables being measured (Pallant, 2007). The test is based on a crosstabulation or 

contingency table, with cases classified according to categories in each variable. Effect sizes 

are based on either the Phi value or Kramer’s V. In this case, Kramer’s V was used as the 

tables were all larger than two by two categories. For tables that have three categories per 

variable, an effect size of .07 is considered small; .21 is medium; and .35, large.  

 

The Mann-Whitney U test is used to test for differences between two independent groups on 

a continuous measure. The Mann-Whitney U test (Mann & Whitney, 1947) is the non-

parametric equivalent of the independent t-test. Instead of comparing the means of the two 

groups, the Mann-Whitney U test actually compares medians. After ranking the scores, the 

test then evaluates whether the ranks for the two groups differ significantly (Pallant, 2007). A 

z score is calculated. To convert a z-score into the effect size, one estimates: r = z/ square root 

of N where N = total number of cases (Rosenthal, 1991).  

 

To test for differences between several independent groups, the Kruskal Wallis test is used. 

The Kruskal-Wallis test (Kruskal & Wallis, 1952) is the non-parametric alternative to a one-

way independent ANOVA. It allows comparisons of the scores on a continuous variable of 

three or more groups. A χ2 value is given along with the mean ranks of each variable. While 

a statistically significant result for a Kruskal Wallis may be found, the test does not reveal 

which of the groups are statistically significantly different from one another. To find this out, 

some follow up Mann-Whitney U tests between pairs of groups must be undertaken. A 
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Bonferonni correction to the alpha values is necessary to control for Type 1 errors. Type 1 

errors mean rejecting the null hypothesis when it is actually true, i.e. saying there is no 

relationship when there is. A Bonferonni adjustment involves dividing the alpha level of .05 

by the number of tests that will be performed. The new alpha level is used to determine 

whether the differences are significant. For each pair of group comparisons, an effect size can 

be calculated following the procedure described in the above Mann-Whitney U test section.  

 

Varimax rotations were used to interpret the factor loadings of items in the Raising Children 

Checklist (Shumow, Vandell & Posner, 1998). Varimax rotations are orthogonal rotations 

where the factors are non-correlated. This method maximizes the variance of a column of the 

factor pattern rather than the row of the factor pattern. Varimax rotation is the most common 

orthogonal rotation used in social sciences to interpret factor loadings (Tabachnick & Fidell, 

2007). Varimax rotations were also used by the authors of the Raising Children Checklist to 

analyse item factor loadings. 

Qualitative data analysis 

Qualitative data analysis is an ongoing process throughout the research period, involving 

continuous reflection about the data, asking analytic questions, and writing memos (Creswell, 

2009). It is not separated from the other activities in the process, such as collecting data or 

formulating research questions. According to Stake (1995), “analysis is a matter of giving 

meaning to first impressions as well as to final compilations” (p. 71). 

 

Creswell recommends blending generic strategies with the specific research design strategies 

when analysing qualitative data. The following section outlines the steps taken to analyse the 

data using the generic strategies suggested by Creswell (2009).  

 

1. Organise data for analysis 

 Interviews were transcribed and put in groups according to the position of the 

participant. 

 

http://en.wikipedia.org/wiki/Null_hypothesis�
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2. Read through the data 

Interview transcripts were read multiple times to gain an overall sense of the 

information and its meaning. 

 

3. Begin coding  

Coding refers to organising data into “chunks” before assigning meaning to them. In 

this case it meant segmenting sentences into categories, and labelling those categories. 

Chunks were cut and pasted into new data sets to ensure a systematic process of 

coding data. 

 

4. Generate categories or themes for analysis from coding  

The coding was used to generate between five to seven themes or categories which 

appeared as key findings in the study. Each theme or finding presented multiple 

perspectives from participants and was supported by various quotations and specific 

evidence.  

 

5. Decide how descriptions and themes will be represented 

In this study a detailed discussion of several themes was chosen over the more 

popular use of a narrative. The former was considered more appropriate for the 

research questions and data collected. 

 

6. Making an interpretation or meaning of the data  

Conclusions were drawn from the data. 

 

These general steps were used to analyse perceptions of principals, teachers and OSHC staff 

about children’s behaviour as they were considered sufficient for this data. The qualitative 

data pertaining to the models of OSHC adopted both the generic steps as well as more 

specific analytic strategies proposed by Yin (2009) for case study research.  

 

Yin proposes both general and specific strategies for analysing data in case studies. The 

general strategy used to analyse data was developing a case description (Yin). As the purpose 

of the investigation of OSHC was to describe the different models, data were both collected 
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and organised around a descriptive framework. The models and relationships between key 

players are described individually before comparisons and evaluations are made.  

 

The specific analytic technique used was explanation building (Yin). This technique was 

considered the most appropriate given the descriptive nature of the case. According to Yin, 

explanation building is a type of pattern building with the aim of developing an explanation 

about the case. He suggests that the eventual explanation will be the product of a series of 

repeated actions:  

• making an initial theoretical statement or an initial proposition about policy or social 

behaviour 

• comparing the findings of an initial case against such a statement or proposition  

• revising the statement or proposition 

• comparing other details of the case against the revision 

• comparing the revision of to a second, third or more cases 

• repeating this process as many times as is needed  (2009, p.143) 

 

Unlike pattern matching where the final explanation is specified at the beginning of the study, 

explanation building looks at the evidence from the study, new theories are developed and 

evidence is analysed again in light of the new theory in an iterative manner (Yin, 2009). Part 

of this process is to consider other plausible or rival explanations. Rival explanations are 

other theories that can explain the findings. Findings that disconfirm rival theories help 

strengthen the validity of the explanation.  

 

There are many computer-aided qualitative data analysis software packages (CAQDAS) 

available to facilitate data analysis. Nonetheless, the decision was made not to utilise any 

given the relative small database size and the time required for learning and mastering the 

CAQDAS.   
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Chapter summary  

This chapter described the city, schools and participants in the study. As a case study, it is 

important to provide rich descriptions to enable readers to make comparisons with other 

populations. The information about schools provides necessary background for the next 

chapter which investigates the different models of OSHC. The chapter also detailed the 

procedure for collecting data and how the data were analysed using qualitative and 

quantitative methods. The research findings are described in the next two chapters. How 

children’s care arrangements and extra-curricular activities are associated with children’s 

behaviour are discussed in Chapter Six. Chapter Six also reports how children’s previous 

child care experiences and child and family characteristics are related to their behaviour, in 

addition to discussing mothers’ and children’s satisfaction with the time spent together. The 

next chapter, Chapter Five, examines the different models of OSHC and levels of support 

available to these services.   
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Chapter 5  
Models of Out of School Hours Care  

The purpose of this chapter is to identify and describe the different models of OSHC services 

and the levels of support available to coordinators. Out of School Hours Care is the third area 

of focus in examining how children spend their time after school. As increasing numbers of 

children attend OSHC it is important to have an understanding of the different ways of 

operating and managing services and how they enable quality care. While brief overviews of 

the services were given in Chapter Four, this chapter gives detail on the organisation and 

management of the OSHC services. It also describes the relationships between key players 

within these models. Findings about the models and levels of support came from interviews 

and general observations. Quality Profiles awarded by the National Child care Accreditation 

Council and an interview with the director of Queensland Network of Children’s Activities 

are used as other sources of evidence for triangulation and validation of the research findings. 

Comparisons of the models and levels of support were made which led to the formulation of 

recommendations that aim to raise the quality of care and assist those who provide care.  

 

From the very beginning of the data collection it became apparent that the different models of 

OSHC influenced the relationships between key players and afforded coordinators different 

levels of support. It seemed reasonable to assume that the more support coordinators receive, 

the more time and energy they could put into providing quality care through programming 

and interactions with children. Conversely, the less support coordinators receive, the more 

time they must spend on other matters such as legislation, accreditation and other 

administration matters leaving less time for providing quality care. This idea is in line with 

Bronfenbrenner’s (1979) notion that child development is improved when parents are 

supported by a third person and also by local community services. 

 

The findings are bound by the time of data collection. The relationships between schools and 

OSHC were true during the 2008 school year. As any relationship depends on the people in it, 

some relationships between OSHC and their schools will have changed since then, especially 

with the possible movement of principals and coordinators. At the time of submission two 

principals had changed as well as two coordinators. Despite this characteristic of movement 
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within school systems and OSHC services, the recommendations still hold as they focus on 

how to improve OSHC services regardless of what relationships exist between OSHC and the 

school.  

Models of OSHC 

In this sample, all OSHC services were located on school grounds and the children who 

attended OSHC were students of the school. Four models of care were used by the seven 

schools. Model 1 was used by the three Catholic schools, Model 2 was used by the two state 

schools and Models 3 and 4 were used by the two independent schools. What model schools 

adopt is often imposed by education authorities. For example, state schools cannot be 

responsible for OSHC as decreed by Education Queensland, and all Catholic schools within 

this diocese are responsible for their OSHC. As an overview Figure 5.1 gives a graphic 

representation of the models and the levels of support afforded to them.  
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Figure 5.1 Models of OSHC 
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Model 1 – Schools 3, 6 and 7 

The model used by the three Catholic schools has been collectively adopted by the sample 

city diocese. It is however, in no way representative of all Catholic dioceses. In this diocese, 

each school or rather the principal of the school is responsible for OSHC. The three OSHC in 

the sample are amongst the oldest and largest services within the diocese which has a total of 

14 OSHC services.  

 

The three services are responsible for their own programming, accreditation and 

administration. These OSHC are considered financially separate from the schools. They are 

managed as a business and have their own bank account. As these services are large enough 

to employ a coordinator and assistant coordinator in full-time positions, the responsibilities of 

program director and administration management are shared. In school 7, the coordinator 

looks after the administration and the assistant coordinator is in charge of programming. In 

contrast, the coordinator is program director and the assistant coordinator responsible for 

administration in schools 3 and 6.  

 

The diocese employs an OSHC project officer to support OSHC services. This position was 

created in 2004 and was a part-time position until 2008 when it became full-time. The project 

officer’s main role is to oversee the services and make sure they are acting in accordance with 

quality assurance and compliance. She keeps up-to-date with latest child care legislation and 

advises services of any changes. In her own words, she is a consultant who can guide and 

assist principals and coordinators. She can offer ideas and suggestions on how to improve 

care and services. She is able to network with outside agencies and open channels of 

communication. Her position raises the profile of OSHC by having a person within the 

diocese who is devoted solely to OSHC. The project officer is also responsible for applying 

for grants for OSHC services.   

 

Perhaps most importantly the project officer is a quality assurance trainer endorsed by the 

National Child care Accreditation Council (NCAC). The NCAC works to ensure quality 

experiences and positive outcomes for all children in child care. Through Child Care Quality 
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Assurance (CCQA) it aims to set standards to improve the quality of child care and accredit 

services that meet the standards. Quality Assurance trainers assist services new to CCQA or 

which are working towards accreditation, in improving quality of care and progression 

through each step from registration to validation. The project officer is one of only six 

trainers in the state. While her services are mainly used to help OSHC services within the 

diocese, she also acts as a consultant to other outside services. 

 

The project officer spends more time with the smaller services as they have a greater need of 

her assistance. In the smaller services there is greater staff turnover and often staff are only 

employed for 15 hours a week, resulting in little non contact time to deal with documentation 

and reading of child care material. At the time of the interviews, the project manager was 

currently working on developing policies that once endorsed, would be adopted by all 

dioceses OSHC. This will particularly benefit smaller services that do not have the resources 

to create their own.  

 

All three coordinators from the sample schools said they do not have the need to frequently 

call upon the project officer. As previously stated these three OSHC all employed both a 

coordinator and assistant coordinator on a full-time basis and shared responsibilities of 

administration and programming. As a result, there is sufficient time, and it is in fact part of 

the coordinator’s job description to be up-to-date with child care legislation and quality 

assurance. However, if they ever did need assistance, the coordinators knew they could rely 

on her to help. The coordinator from school 7 made the following comment.  

Carole is there when you need her for the tricky questions and I 

guess when we do get stressed or have a big workload, it is 

Carole you give a call and say “Can you come and help me?” 

And give her a job to do for you. But, we do like to try and 

work autonomously and know a lot of it ourselves. We are not 

in set up mode, we are just in maintenance mode. 

Only one of the three coordinators voiced some reservations about the role of the Project 

officer. The following comment was made when asked whether it was helpful to have 

someone do the paperwork for grants. 
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Yes and no, because yes in so far as we are not doing the 

paperwork, but no in so far as we never know whether or not 

we have been given grants and what have you. So the money 

can sit somewhere in the trust until we are not sure and then 

they say “Oh don't forget you have got this money that was 

given to you”. And we will think “Well when was that?” Yes 

and no. There are a few things that have to be ironed out there.  

 

The same coordinator questioned the clarity of the Project officer’s role. She was unsure who 

the Project officer was supposed to support, her or the principal. Despite this, the coordinator 

did however think that the Project manager supported her. 

I’m not sure if she is actually employed to support the principal 

or if she is employed to support the coordinators. We have 

meetings every month from her and I phone her, and ask for 

anything, she certainly gets back to me on it. 

 

While the three services in the sample may not use the services of the project manager 

regularly, they all benefit from having someone in her position. The coordinators knew each 

other well and regularly networked, something that is unlikely to have happened without the 

Project officer facilitating meetings. The coordinators and their staff also attended in-services 

and professional development organised by the project officer. Perhaps most importantly, the 

coordinators knew that assistance was available if they ever needed it. 

 

As indicated above, there are many advantages of having a project officer. Perhaps one of the 

greatest benefits is the opportunity for collaboration between coordinators and the project 

officer where their collective experience and knowledge can be drawn upon. Furthermore, the 

project officer can offer suggestions to improve care, which may be extended by the services. 

I’ll suggest a certain system, and they will then expand on that. 

And that is really exciting. You give them an idea, say “What 

about this? What about that?” And when you come back, they 
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have taken on your idea, but they have just improved it tenfold 

and you get really excited because then you can take that idea 

to another Service, and say “Well they have tried this, try that.” 

They then take it on board or don't take it on board. Yeah, that 

is pretty much it. But then if there is an idea that I think they 

really need to have like walkie talkies for example, I will just 

keep pushing it and pushing it. Generally once you have got 

one service on board, the others want to copy, which is pretty 

good. 

 

Not only can ideas be disseminated through the project officer, her role more importantly 

ensures that no service is isolated. 

At the end of the day, the kids are the ones who benefit. So that 

whole sharing of information and resources is really important 

and I don't know how all the other organisations are without 

that because child care is very isolated as it is. Let alone not to 

have a body that is overseeing it and looking after them.…those 

small services that don't get out and don't have time to read any 

professional material, then have access to me and others. I think 

it’s valuable, certainly for the smaller ones. I don't know how 

they would survive without that contact because they are on 

their own. They are very much isolated, on their own. 

 

Part of ensuring no service or coordinator is isolated, the project officer provides moral 

support. OSHC coordinators in the diocese know they are not alone and people are there for 

them if needed. 

I remember reading something, I can't remember where it was, 

but particularly with Catholic Education in X, you know, “We 

are many, we are one”. And that is the way we do operate. Yes 

we are lots of little services, but we are one organisation. So if I 

– like when I go on holidays, I will flick an email to the girls, 
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you know, we have out emergency contact lists here, remember 

you have each other. So they can contact each other and they 

do.  

Finally, the position of project officer guarantees a secure knowledge base of OSHC 

procedures and policy, legislation and accreditation. If a coordinator leaves a service, they 

take with them all their knowledge. By having a project officer, the knowledge base is still 

there and they can help with the transition of employing a new coordinator. According to the 

project officer it takes about one year to become conversant with all aspects of the role.  

I’m trying to think what they would do without me here. The 

little ones would all collapse and the larger ones would 

probably be fine. And it is not until a coordinator leaves and 

takes all the knowledge with them, that then we would run into 

problems. And that certainly is a scary thought, because then 

the licensee, who is responsible for making sure that the Child 

care Act and regulations are followed in the service, they are 

then in breach because they don't know what is going on in 

their service because that knowledge has just left. So I guess it 

is the stability of knowledge that is important for a licensee and 

an organisation. And that is why a lot of small organisations 

run by P&C, the committees run into trouble, because as soon 

as they have a turnover of staff that knowledge goes with them. 

 

According to the project officer the only disadvantage of her position is that the OSHC 

services must use their money to pay her wages rather than buy other resources. The OSHC 

services in the diocese pay a percentage of their wages bill to employ the project officer. 

However, the service must be providing quality care and making a profit before they are 

expected to contribute.  

They [the diocese] are certainly not going to tap into any excess 

money that they make. And for the smaller services, that will 

be a little while, because any money they get needs to go back 

into the service. It is certainly not an ideal business model, 
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because if we were a ruthless business, six of our services 

would close tomorrow. 

 

Finally, the other distinguishing feature of the Catholic schools model is that they belong to a 

large organization, Catholic Education Services (CES). This means that many services are 

available to OSHC, including payroll and human resources. The coordinator from school 6 

appreciated the support though emails from CES. Similarly, the coordinator from school 3 

commented that any questions about staff leave could all be handled by payroll, and that there 

was always someone to ask who would know the answer for any queries they might have. 

These associated services make the coordinators job easier and allow them more time for 

providing quality care for the children.  

Model 2 – Schools 1 and 2 

The two state schools in the sample use the same model of OSHC. In these schools the 

Parents and Citizens Associations (P&C) are responsible for OSHC and are the licensing 

nominees. School principals have little to do with the services. The two OSHC operate 

similarly; a coordinator is employed on a full-time basis and is responsible for programming 

and accreditation. The assistant coordinators are only employed part-time and have very 

limited management responsibilities. Both OSHC services have employed someone outside 

of OSHC to handle the administration activities.  

 

In Schools 1 and 2 OSHC is an enterprise of the P&C like the tuckshop or canteen. The 

OSHC coordinators report to the P&C committee each month. The P&C should have an 

OSHC subcommittee made up of parents whose children use OSHC. This subcommittee 

would make decisions regarding OSHC and support OSHC within the P&C. However, both 

schools have trouble maintaining an OSHC subcommittee of parents. Both OSHC services 

have their own bank account and there is an unwritten agreement between schools and OSHC 

that any money raised by OSHC is to be used by OSHC and not put back into P&C funds. 

However, approval from the P&C must be granted before they are to spend their funds on 

anything other than general running costs.  
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School 2 has a Community Operations Manager who is responsible for the administration of 

OSHC. Part of her role is to liaise with parents and the school. She communicates with the 

principal, school administration, OSHC, P&C committee and parents. Although she is an 

employee of the P&C, OSHC pay most of her wages as the majority of her work is for them.  

The OSHC coordinator was very satisfied with the role of the community operations manager 

as she acts as a mediator between OSHC and the school and between OSHC and the P&C 

committee. She thought OSHC relations with the school had improved since the introduction 

of the Community Operations Manager. School 1 employs a bookkeeper to handle the 

administration. They do not have a liaison person attached to OSHC or the P&C.  

 

According to the two coordinators there is little contact between the school and OSHC 

beyond the principals attending P&C meetings where OSHC reports are presented. OSHC 2 

has more contact with the school because the service needs to use classrooms as their 

building is not large enough to accommodate all the children. Unfortunately the classrooms 

OSHC use change frequently depending on the school’s requirements. In contrast OSHC 1 is 

able to operate independently from the school. The service is located in a purpose built 

facility and is very well resourced.  

 

That these schools have limited involvement with OSHC is based on the State Education 

Authority’s stipulation that state schools do not operate OSHC. While OSHC may be located 

on school grounds, “the core focus of schools remains the education of their students. Any 

activities that impede or detract from this core function should not be pursued” (Education 

Queensland, 2010). The

 

 Education Authority prefers that P&Cs manage OSHC rather than 

not-for-profit providers or commercial providers. 

Despite Education Queensland’s preference for P&C to operate OSHC there are several 

disadvantages associated with the P&C managing OSHC. The fact that P&Cs are elected 

every year means there may be a lack of stability in the management. It is possible that every 

year a new committee is sworn in and must become familiar with the organisation of OSHC. 

There is also the risk that no one will volunteer to lead the P&C and take responsibility for 

OSHC. The future of OSHC is always uncertain. This is the case in School 1, where at the 
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beginning of each year the coordinator waits to learn of the future of the service depending on 

whether parents have volunteered to be part of the P&C committee. 

 

The principals from both schools acknowledged the fact that the P&C could refuse to manage 

OSHC. School 1 had held a meeting to discuss its options if the P&C did decide on this 

course of action. Both the principal and P&C were open to having another organization such 

as PCYC manage their OSHC. In contrast, the principal of School 2 wanted to keep OSHC 

management within the school. He also expressed concern that people had perceived the P&C 

and OSHC as separate entities. 

I guess, with the P&C running it, right – I always fear that 

some time we will get a P&C executive committee say that it is 

too hard. And [OSHC will] just disappear. If that were the case 

I’d probably take it up with the school….I guess we have just 

got to continually point out the benefits. And I know for a 

while there it seemed to be the out of school care and the P&C. 

And I don't know where that notion came from because the 

P&C has always been – you know, they are the ones that 

sponsor it. They are the ones that look after it.  

 

The OSHC coordinator from the same school also reported that people were misinformed 

about the purposes of OSHC and the P&C and as a result did not support her or OSHC.  

There is actually a rule in place that says if you make money in 

after-school care, it has to go back to after-school care, or the 

school. But, that has caused great resentment as well because 

schools can't use after-school care as a fund raiser and that is 

why – I have been directly told that is why we were created – to 

raise money for the school, and now that I won’t give them that 

money. I don't get a lot of support because “Hey you have got 

money sitting in the bank that you won’t give us, so why 

should we help. Sorry”  
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The coordinator also thought that some people perceived OSHC negatively because they do 

not believe children should be in care. Therefore if the committee is made up of volunteers 

who believe children should be at home with their parents they may not be supportive of 

OSHC. The coordinator related how during a P&C meeting one committee member made the 

comment “people choose to work and send their kids to after-school care so why should we 

help them?” 

 

As P&C committees are made up of volunteers there is no guarantee that members have 

experience in child care or have any expertise or knowledge in that area. However they have 

substantial decision making power. At the same time, OSHC coordinators may feel frustrated 

with the committee if they are not supportive. Neither OSHC or the P&C has complete 

authority to take charge and a third party may be needed to resolve issues. The principal from 

School 1 also admitted that there are potential problems with the P&C managing OSHC, and 

that when things do not run smoothly she must step in and act as a mediator.   

After-school care is effectively run by the P&C and that is what 

the issue is sometimes. And with the coordinator and just how 

well it is run. There had been some issues that have been 

bubbling away for several years, apparently. So within my first 

couple of weeks of being here it took up an enormous amount 

of time because it has reached a crisis point where I had to 

really be involved in helping to sort things out.  

 

Both principals admitted that managing OSHC was a large responsibility for P&C 

committees to undertake. The principal from School 1 recognised the time parent volunteers 

gave and felt part of her involvement with OSHC was giving support to the P&C where 

needed. She also mentioned that the P&C had employed an executive officer to help manage 

all the administration as a volunteer could not be expected to fulfil such a role. 

The P&C, the people who are involved in it now who are 

running it, are doing an absolutely superb job. It takes up a lot 

of their time. They put their hand up as volunteers, they say 

“Oh yes we will help out with the P&C” and suddenly they are 
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running a business. And I think that is hard and I’m sort of 

linked a little bit if things go wrong.…. A lot of people when 

they think “Oh yeah we will help out on the P&C, we will 

come along and help organise the fete” ..…and that is why at 

this school we have got a P&C executive officer now, who is 

starting to pick up those things and help to do a lot of the 

management of those things.  

 

Similarly, the Principal from School 2 commented during informal conversations that parents 

on the P&C committees were volunteers and they were often unaware of how much time and 

expertise was required to run the tuckshop and OSHC.  

 

The P&C’s lack of expertise and knowledge about OSHC is recognised within the industry. 

These issues were raised by coordinators and area managers from other school systems. An 

example of the comments made comes from the coordinator from school 7 who said  

We have nothing to do with the parent, the P&F. The 

committee is Paul and I and we wouldn’t – I wouldn’t go down 

that track because you know, they are making decisions and 

they have got no knowledge.  

 

Both coordinators from the two state schools expressed concerns with the P&C. One 

coordinator was disturbed by the fact that parent volunteers with no knowledge or expertise 

in child care could question her decisions and management and have some control over it. 

The other coordinator said that for future employment she would not work for a state OSHC 

again because of the lack of support.  

Model 3 - School 4 

The model adopted by this school is somewhat similar to the one adopted by the Catholic 

schools. The head of the junior school is responsible for OSHC and it is part of the school. 

However, as an independent Christian school, the school is not affiliated with any other 
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schools in the area or any larger religious group beyond its own denomination. Therefore, the 

OSHC is an isolated service and does not have an area coordinator or project officer. The 

school has only offered OSHC in the past two years and they have recently undergone their 

first accreditation. The coordinator is responsible for programming and some administration. 

The school office takes parents’ payments and pays the staff. OSHC is given a budget and 

any profits go back into the school. The head of junior school and the OSHC coordinator 

work together for accreditation and quality assurance. Both have acknowledged they are still 

learning all there is to know about OSHC and associate legislation. Being isolated means they 

are not always aware of services available such as Active Communities, which the 

coordinator had only just learnt about it. They are not members of the Queensland Children’s 

Activity Network and as such do not access their meetings and in-services.  

Model 4 - School 5 

School 5 has the least involvement with OSHC out of the seven schools. OSHC is managed 

by Queensland Lutheran Early Childhood Services (QLECS) in Brisbane. QLECS is a 

service organization providing professional governance and accountability, service 

management and expertise in early childhood and children’s services. They currently manage 

eight OSHC in Queensland as well as other long day care services, occasional care services 

and Family Day Care Schemes. The Lutheran Church is the licensing nominee of OSHC. A 

coordinator is employed to operate the service with assistance from the QLECS children’s 

services manager. There is a Community Liaison Group (CLG) which meets monthly to 

provide parent and local community input to the running of the centre. The principal of the 

school attends these meetings. 

 

The OSHC coordinator is responsible for programming, billing parents, employing staff, and 

the general day-to-day management of the service. The children’s services manager is 

responsible for licensing, accreditation, budgeting and payroll. The manager also helps with 

training and resources, and passes on any new information concerning legislation. Another 

manager within QLECS is a Quality Assurance trainer which means her knowledge and 

expertise is passed through to the OSHC services. 
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While OSHC is managed by QLECS, it stands alone as an enterprise. It has its own accounts, 

of which QLECS has access to pay accounts and forecast budgets. The service pays a small 

percentage of its fees to QLECS to cover management costs. All services managed by 

QLECS pay the same percentage. The service is currently running a deficit and would close 

without government funding. It receives no financial assistance from QLECS, the Lutheran 

Church or the school where it is located. Enrolment numbers in OSHC have declined since 

the school started a bus service transporting children to and from school. 

 

Despite the distance between the manager and OSHC there is a very high level of 

communication. The manager visits the centre once a month or every two months for two 

days but is in contact with the coordinator everyday through either email or phone. The 

coordinator also fills in a monthly coordinator’s report and a quarterly report. According to 

the coordinator, these reports are repetitive as daily communication means the manager is 

aware of any issues that may have arisen. 

I personally find that there is so much communication on a 

regular basis, like the quarterly reports aren’t necessary. They 

would like some more detail but I think, in all honesty, it is 

more like more paperwork sort of thing that I find a little bit 

annoying. [It is] more an inconvenience to me than a 

convenience.  

 

The coordinator acknowledged that there were both advantages and disadvantages in having a 

manager that was based a great distance from the service. Her main concern was about staff 

recruitment and that the manager could not offer hands-on help. There was some 

disagreement over whose responsibility it was to source staff. Both the manager and 

coordinator felt that it was the other person’s role to find new staff members. The coordinator 

commented that she would have liked a written job description of her and the manager’s 

positions.  

I would like that there was a clear indication of what is my 

responsibility as opposed to management team’s 
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responsibilities. And I would probably like that more 

articulated in a list, this is our job, this is your job.  

 

The coordinator also felt that another disadvantage of remotely coordinated management was 

unreal expectations. The coordinator felt that the manager did not accurately appreciate the 

uniqueness of the service. 

I think the challenges are a lot more expectations when you 

have a manager being at a distance because they don't see what 

happens in the reality. They only see on the basis of what they 

think a centre should be like. But the reality of our centre is not 

the reality of what they perceive in their minds….So I guess I’d 

like it more tailored to suit my needs instead of being tailored 

to like general needs, because we are not the same as other 

services under the umbrella of Lutheran education, because we 

are so small. 

The manager also mentioned that the distance was a shortcoming and that she wished she 

were closer to the service.  

The only difficulty for us, coordinating from Brisbane, is the 

distance because we actually have to fly here all the time. If it 

was – I have some other Services where I drive to them. They 

are a distance but I drive to them, but they are still easy to get 

to, where we have to rely on flights and cost of flights. You 

need to juggle them around to try and get the best, it is quite 

expensive. 

 

Although the location of the manager in the capital city is not ideal, centralized coordination 

allows QLECS to offer expertise in children’s services that would otherwise not be available. 

Well the biggest advantage is that we can actually – I suppose 

there are no advantages coordinating from Brisbane, but 

actually Brisbane managing the Service, from our point of 
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view, means that we can ensure that because the church is the 

overall licensing nominee that we can assure that all that 

criteria meets because we have got the expertise. If it was 

coordinated here from the school, then the school doesn’t have 

that expertise...……the school has to rely on volunteer work 

and volunteers don't have that expertise and the school doesn’t 

have the time or the money to do that.  

 

The coordinator felt there were definite advantages in having a manager to oversee 

administration and other matters, as well as being located in another city. 

The advantage is that you don’t have the manager breathing 

down your neck everyday so the advantages are that if you 

have somebody who will do all your grants, somebody that will 

constantly keep searching for money for you, which is good. 

That’s a big advantage, I mean you have someone who will call 

the government hotline if you have a major question and try to 

suss that out and it’s great because if you have a parent 

complaint or something like that, it is very easy to shoot it off 

to them, if it gets to that extent and it will be handled in a more 

diplomatic method. 

 

From 2008 any new services formed within Lutheran Education will come under QLECS. 

This decision was based on two reasons, first QLECS could handle the licensing procedures 

and second, they had the expertise and knowledge. From 2009 all schools regardless of 

whether how they were managed now come under the umbrella of QLECS. Locally managed 

schools run by the P& C’s will have a centrally based coordinator assigned to them and 

receive regular support from them. 
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Comparisons of the models 

Brief comparisons of the models are presented below. As mentioned at the beginning of the 

chapter the focus of the investigation was the amount of support each model afforded the 

services. As shown in Figure 5.1 the amount of support from within and outside the school 

varied considerably between models. According to this criterion the order of models offering 

most support to least support is Model 2, Model 3, Model 4 and Model 1.  

 

In this sample, the second model wherein OSHC is managed by the school P&C is arguably 

the least successful. The P&C committee lack expertise and experience in child care and may 

have no motivation compelling them to support OSHC. The services are isolated and only 

receive guidance from QCAN.  

 

The model adopted by School 4 (Model 3) where the school is responsible for OSHC has 

greater advantages over the last model, despite it being similarly isolated and not connected 

to any higher authority. In this case the OSHC has the benefit of being part of the school and 

therefore has the support of the school. The principal or head of junior school is at least 

committed to OSHC because it is part of their role. 

 

Similarly, the last model (Model 4) where the OSHC is managed by QLECS has further 

benefits. The expertise and knowledge offered by the manager is valuable for both 

accreditation and day-to-day operations. While the service has no ties or support from the 

school, the coordinator knows she has support from QLECS. The obvious disadvantage in 

this case is that the manager is located in another city a great distance away making frequent, 

in person contact difficult.  

 

The model adopted by the three Catholic schools offers the greatest number of advantages 

and very few, if any, disadvantages. The services have the support of the principal who is 

responsible for OSHC and therefore the support of the school and school community as well. 

The diocese project officer can offer support and professional child care advice and has 
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created a network for coordinators within the diocese. The project officer did regret that 

OSHC had to pay for her services rather than buy resources; however, her knowledge and 

expertise are a valuable resource. 

 

The benefits of having a project officer or higher level coordinator are apparent and far 

outweigh any costs to OSHC services. The three main advantages are 1) opportunities for 

collaboration and dissemination of ideas, 2) ensuring no service is isolated and having 

coordinators know help is always available if needed, and 3) having a secure knowledge base 

effectively guaranteeing continuity of quality of care. While the area coordinator in the 

private independent school is in many ways similar to the project officer in the Catholic 

diocese, they are based too far away to offer the same assistance. Furthermore, the school 

coordinators under QLECS do not have an opportunity to meet as they located in different 

regions. 

 

Further comparisons of the models will be made after the next section which reports on the 

relationships between key players in OHSC and their school. 

 

The relationship between schools and OSHC 

Regardless of how involved the school was with OSHC, relationships existed between the 

coordinators, principals and other school staff. In many ways the relationships between key 

players within OSHC and the schools was dependent on the model of OSHC. The different 

models dictated to a large extent how involved the school was with OSHC and how OSHC 

was perceived within the school.   

 

All principals thought OSHC was both a necessary service to parents and important in 

promoting enrolments in the school. Principals were aware that parents were selective in their 

choice of school for their children and based their decisions on the services schools offer. 

Below are two quotes from principals that typify their responses about the importance of 

OSHC to schools. 



 

 

171 

 

I think it is essential because some people – some families 

choose a school by their services. And I think that we have a 

responsibility to families to provide the full range of services. 

And to make it the best service for the child. 

 

Oh I think it [OSHC] is an important factor in the operation of 

our school. If it is run well, if people are happy with it, if it 

caters for peoples’ needs, of course it is important to our 

operation. It encourages enrolments. 

 

All principals felt they should be involved in some way with OSHC. However, this varied 

from full responsibility to sharing premises and stepping in if there were problems that could 

not be resolved through the P&C and OSHC coordinator. All four principals who were 

responsible for OSHC believed they should be in charge for OSHC in their school. Each of 

the four commented that if OSHC was on their school grounds then it became their 

responsibility.  

 

The other three principals had different reasons why they thought they should be involved 

with OSHC. The principal of the Lutheran school thought that principals should be involved 

because the parents complained to them if they were not happy with OSHC even if the school 

had no real ties to the service. 

 

They [principals] should be [involved] because they are 

copping the – they cop the down side if things go wrong. They 

may as well have an input into making things go right, or 

helping things go right. That would be the basis of my 

response. If I’m responsible for community perceptions and I 

certainly am, then I need to be responsible for how that is run. 

Unless, I guess I wouldn’t worry about it so much because we 

are co located on the premises, if it was somewhere different, it 
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wouldn’t be an issue. So that is the basis of my concern. 

[because it is on your school, it is part of your school] Well 

people see it as part of my school and that is not good. I mean it 

need not be good. It may not be good. 

 

While principal 2 made no comments either way about wanting more involvement in OSHC 

he did say that he would step in if the P&C decided it did not want to take responsibility for 

OSHC. As well as providing a service for parents he saw it as an educational resource for 

future senior students who could gain experience for their child care certificates.  

As well as being a service, now that we are going to year 12, 

we are going to be offering child care certificates. And for me, 

it is the ideal situation for us, we are going to have 16, 17, 18 

year olds here who are going to do child care certificates, part-

time work, work experience, hands on experience. ..….. it is an 

opportunity for our school to use as an educational part of the 

program…… If the P&C decided they didn’t want it. I would 

look at every other option possible. But I have to work within 

the parameters of Education Queensland, right. I would be 

looking at ways and means to keep it. We could demonstrate it 

was an educational benefit to our school. 

 

The principal of School 1 had been more involved with OSHC in the past when there were 

problems between the OSHC coordinator and P&C committee and she was required to step 

in. However, since the current coordinator was employed three years ago the principal has 

had very little to do with OSHC. She believed the service to be running well and hence, there 

was no need for her to have any extra involvement other than through P&C meetings. The 

principal was happy with the current arrangement as she felt that she had enough 

responsibilities within the school without having the extra burden of OSHC.  

It is getting to the point “Well what else do you think schools 

should be running and organising?” I mean our job is the 

education of the children, isn’t it, and that is during those 
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school hours, and then we have lots of other things we are 

doing out of school hours to make sure that we can make sure 

we run the school hours time really effectively. I mean out of 

school hours time, there is a lot of professional development, it 

is working with teachers, it is working with other staff to ensure 

that what we do deliver, what our responsibility is, is of the 

highest quality. And if our responsibility is part of a service to 

parents after school hours, I’m not so sure…… We have a good 

relationship, and I think that relationship needs to be positive, 

we need to know that we can talk with each other and we can 

share things and that sort of stuff, I’m not saying “Sorry we 

want nothing to do with you” and I’m not saying that. I’m 

saying taking over any more of the responsibilities – no.  

 

Her argument is consistent with Education Queensland’s position that schools core business 

is the education of students. Principals’ time is already taken with school administration and 

close involvement with OSHC requires considerable time. Further discussion of this issue 

follows in the next section. 

A comparison of the relationships 

The relationships between key players within schools and OSHC ranged from excellent to 

poor. Assessment of the relationships between OSHC and schools was based on whether 

coordinators felt supported by the school, how often they communicated with the principal, 

how they were treated by other school staff and to some degree how familiar the principal 

was with OSHC. Further evidence for good relationships came from whether coordinators 

felt satisfied with their role and position within the school and if there was agreement 

between coordinators and principals’ responses. Based on these criteria the three Catholic 

OSHC (Model 1) had the best relationships with their schools. While OSHC from School 1 

(Model 2) had little to do with their school they had a good relationship. OSHC from Schools 

4 and 5 (Models 3 and 4) had satisfactory relationships with their schools, while OSHC from 

School 2 (Model 2) had the poorest relationship with their school. With the exception of the 
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Catholic schools, each relationship is discussed separately and the factors that influenced the 

relationships are identified. 

 

The relationship between the three Catholic schools and their OSHC are discussed as one as 

there were no real differences to distinguish between them. There were several reasons why 

Catholic schools and their OSHC had such good relationships. The first related to 

communication. In all three schools there were regular meetings (usually weekly) between 

the principal and coordinators as well as an open-door policy at other times. All three 

coordinators were satisfied with the principals’ knowledge of OSHC operations. Both 

principals and coordinators stressed that the coordinator could approach the principal at any 

time with any concern and it would be dealt with immediately.  

 

Another reason the relationship between OSHC and schools was so good was because the 

three principals were strongly committed to OSHC. They believed in providing the highest 

quality care and were proactive in bringing this about. OSHC was considered very much part 

of the school and every effort was made to include the OSHC staff in school events. The 

excerpt below illustrates how one principal integrated OSHC into the school. 

I’m very happy with how it [the school] is involved between 

the office and the outside school hours care. I think the problem 

that we deal with is when new teachers come in, they still have 

an attitude that you are outside school hours care so you are 

outside their thought processes. They are not into sharing 

information, sharing equipment. It takes a while to break 

through that barrier. Jane tries very hard to break that barrier. 

She always reminds – at the end of each term, “Ok, when 

you’re cleaning out, don't forget, don't throw out your glue. 

Don't throw out your left over paint, send it to outside school 

hours care”. Jane always phones me and says “Look we are 

having a staff meeting, send some of your staff down, because 

they can get a place in there. Keep them going down so that the 
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teachers are reminded that outside school hours care is still part 

of the school.” And we are. 

 

This school also included OSHC in the school community by having a regular OSHC feature 

in the school newsletter.  

 

The other two Catholic principals made concerted efforts to be a visible part of OSHC. One 

principal shared afternoon tea once a week sitting and talking with the children. He thought 

those interactions were important to build rapport with the children and show his support for 

OSHC. The other principal passed by OSHC nearly every day just to make his presence 

known to both the staff and children.  

 

Perhaps most importantly the coordinators felt valued and supported by the principal. All 

three principals thought very highly of their coordinators and were appreciative of their 

efforts. Here is an example of such sentiments. 

I think I’ve said this once, you’ve probably heard this a 

thousand times – we are very fortunate to have Lisa as our 

coordinator, because there is an enormous amount of trust there 

and I know things are going well. But by golly, when Lisa 

goes, I hope I’m not here, you know. So when there is change, 

if we don't get someone like her, anywhere near the caliber, 

then my workload will increase dramatically. 

 

While all the Catholic principals had very good and close relationships with their 

coordinators, one of them extended his support to other OSHC staff. He believed very 

strongly in supporting OSHC staff as he felt they had a difficult task dealing with children at 

the end of the day. When other principals in the diocese asked why he took so much interest 

in OSHC this is what he told them. 

We take a group of children, who probably don't want to be in 

after-school care, we put them in the care of least trained 
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employees, we put them in probably the least professionally 

developed people care and we give them to them at the worst 

time of day after the rules and regulations of school six hours a 

day, and we then give them another whole lot of rules and 

regulations. Therefore if you have it working well, it is a good 

investment to make those staff feel happy and content. The 

worst thing that can happen is they don't feel that supported and 

staff are unhappy, then the whole quality comes down.  

 

It must be pointed out that, the finding that the three Catholic OSHC had the best 

relationships with their school may have more to do with the individual schools and 

principals rather than the diocese model. These three OSHC are amongst the oldest services 

in the diocese. They are also some of the largest services; indeed, School 7 has the largest 

service with 100 children attending after-school care every day. As a result they are well 

established and have had time to develop good relationships with the principal. Perhaps more 

importantly however, was that the principals of these three schools were committed to OSHC 

and providing quality care. They believed it was their responsibility to provide leadership and 

to support OSHC and its staff. Comments made during interviews and informal conversations 

alluded to the fact that these relationships were not universal within the diocese and the 

individuals involved brought about such good relations. The Diocese Project officer made the 

following comment when asked about the relationship between schools and OSHC. 

The larger Services seem to have a better relationship with the 

principals because they are there longer. There are more issues 

that the principals have to deal with, so the more they are 

involved, the better relationship they have……. [other services] 

the coordinators are willing to share their Service with the 

school, but you do have some coordinators who before we took 

over, they were run by the P&C, and the principal had nothing 

to do with it and because we still have got that culture deeply 

embedded in their structure. It has been very difficult, so there 

are one or two where the relationships aren’t as good. But we 

are working on them, they are certainly getting better.  



 

 

177 

 

It must be noted that there is a cost of having such good relationships and high quality OSHC 

under this model. All three principals spend or have spent very large amounts of time 

dedicated to OSHC. Principals from Schools 6 and 7 estimated that OSHC takes up 

approximately five hours a week of their time. There is no compensation for this time away 

from other school duties. The following quote reveals how much time the principal from 

School 3 spent in OSHC previously. 

We worked so hard in the beginning – I spent – I’d come in 

every single day of vacation care, at the beginning of the day, at 

the end of the day, I’d come in all through my holidays, and 

check if everything was going fine, I would never be anywhere 

without my mobile in case they needed me. I would never even 

go away for holidays without sort of handing that responsibility 

over to someone else. And now on holidays, I have my mobile 

with me but I know that it is a well run centre and she 

[coordinator] is very sensible and intelligent about everything 

in the centre. I must say it is such a relief. But it has been tough 

work. For about three years, it was really, really tough work. 

 

The other school that had a good relationship with OSHC was School 1. Despite the state 

schools sharing the same model of OSHC, the relationship between OSHC and the two 

schools was very different. OSHC and School 1 had a good working relationship in spite of 

the little contact between them. According to the coordinator she had only met with the 

principal on four occasions beyond P&C meetings since she began her duties as coordinator. 

Nevertheless, the coordinator felt supported by the principal and knew that the principal 

wanted to maintain a positive relationship.  

[the principal] wants to make us happy so that is why we have 

this very good relationship, because if I’m happy, I make 

everybody happy. If I’m not happy, it doesn’t work. 

 

This particular OSHC service probably had less need of school support due to several factors. 

Firstly OSHC was financially viable meaning they could be independent and provide quality 
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resources including toys, equipment and furniture. Secondly, OSHC was located in a very 

large purpose built OSHC. Together this meant that no other rooms, facilities or resources 

from the school were required. OSHC also had the full support of the P&C. Perhaps more 

importantly the coordinator was an older, experienced teacher who had worked in a variety of 

education and child care settings and had a strong personality. Because of her experience and 

character she was able to independently manage OSHC effectively without any support from 

the principal or a higher authority. While knowledge of other services is limited to this 

sample, this situation would likely be unique as OSHC coordinators require only a college 

certificate and most OSHC services need to share school facilities and resources.  

 

The relationships between Schools 4 and 5 could only be regarded as satisfactory. The 

coordinator from School 4 (Model 3) felt supported by the junior school principal who was 

responsible for OSHC but not by the school as a whole. While the coordinator and principal 

did not have set weekly meetings they met often to discuss OSHC. Both the coordinator and 

principal spoke of an open door policy for communication. However, the coordinator would 

have liked more communication between OSHC and the rest of the school about what was 

happening within the school. She admitted the office didn’t always notify her of student 

attendance when parents rang to place their children in care. When asked how she would like 

more support and involvement from the school she said 

Communication. Just to know what is happening where and 

when so that we know what is going on which is naturally like 

if they are going to be late back from we know to allow for that 

or if they are going to be back early, then they can come in 

early and get organised. Just little things. Like we might have 

to change something so we need to know earlier on. 

 

The coordinator did say that the principal of the whole school was also available to her at any 

time but would have liked more involvement from the management team. 

It would be nice if some of the more senior staff came down 

and visited the kids and just say hello to them occasionally. Let 
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them [the children] know that we are not just forgotten about. 

That they are important too, even if it is after hours. 

 

The greatest impediment to the relationship between OSHC and the school was the shared 

location of OSHC in a prep classroom. The situation where OSHC uses part of a prep 

classroom is far from ideal. To share a facility requires very good communication and 

understanding of each other’s position if both parties are to be satisfied. In this case the 

classroom teacher had been there for the past 18 years and was obviously reluctant to share 

her classroom with OSHC. However, there was no other viable solution as the room was a 

double room with a kitchen and access to a playground. The children were not allowed to 

touch any of her resources. If things were touched then it was reported the next day. The 

coordinator has called upon the head of junior school on numerous occasions to smooth 

things over between the teacher and OSHC. The situation is slowly improving and the 

classroom teacher has asked to borrow some OSHC resources. 

 

More positively however, the coordinator felt she and the assistant were included in the 

school in that they were always invited to school events. She also thought that most staff 

members were friendly. Overall it appeared that the close relationship with and support from 

the junior school principal compensated other lacking relationships or difficult situations. 

Had the principal been less supportive I think the coordinator would have been much less 

satisfied with her position. 

 

Like School 1, School 5 had very little contact with OSHC and this did not really concern the 

coordinator. Again the coordinator was a qualified teacher who was assertive. As noted in the 

description of the models, this coordinator liked the independence of being in charge and not 

having someone look over her shoulder. While she was confident to handle any problems that 

occurred and could call on the services of the area coordinator when appropriate, she would 

have liked the school to be more supportive in assisting them in other ways. 

Well I think because it is such a small centre, and over the last 

couple of months we have had a bit of a challenge – the school 
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has taken on three more buses and that has affected a lot of our 

usage. We have been kind of a bit in the fall, financially and 

one of the licensing requirements is to have more toys, more 

resources to keep up. We haven’t had money to buy any more 

toys that we normally would. And I think that when we 

mentioned this to the school, it would have been great if they 

could have said, “We will do a fund raising drive” or “We will 

lend you some toys and you can borrow them in the afternoon 

if you return them afterwards”.......I wanted to do frozen cups 

for the fete. They said no and then today I got a phone call 

saying yes. But you can't organise that in a day. So I would 

have liked it if they had said you might take it this year because 

we need it. One small portion of it isn’t going to break their 

bank. So you know, I think really it comes down to what I 

would like for all that stuff is just the compassion to know 

[what they do] affects the other. And to kind of understand and 

share more. We are all sensible. 

 

In this case the model of OSHC restricted the relationship between OSHC and the school. It 

is possible that the school and principal were not aware of OSHC’s situation. Had the school 

had more involvement in OSHC then they surely would have been more supportive. The 

coordinator felt that other staff members were courteous enough but no real relationship 

existed. Unlike other coordinators, she made no mention of whether OSHC was invited to 

other school events, suggesting that this did not happen regularly.  

 

School 2 (the other state school) OSHC had the worst relationship with their school. The 

coordinator felt unsupported by the school and P&C. She and the principal had limited 

communication and the P&C were sometimes obstructive. During an informal conversation 

the coordinator commented that certain members of the administrative staff who had been 

there for a very long time were anti after-school care and stopped a lot of things. In the 
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interview she recounted how she faces challenges when asking to use some of the school’s 

resources.  

It really is upsetting sometimes. The library, half the time won’t 

let me borrow things. Every time I want something from the 

library, there is a new person on. “Look I want some books this 

week, in vacation care we are doing pirates, I would love to 

borrow a few pirate books. Please look it up on the computer, I 

do have an account”. They will look it up and say “Look I’m 

sorry, I’m going to have to refer you onto my supervisor”. The 

supervisor comes out “Have you borrowed here before?” “Yes 

it is on your computer. Just give me the books”. It is always 

attitude, it is always mistrust. Like “Are you allowed to do 

that?” And when I do get things, I borrowed a projector and 

they said “You are not allowed to take that home. You had 

better lock that up. Not in after-school care, in the proper 

school buildings. You had better lock that up.” 

When asked how she was treated by other staff members this was her response. 

We have two major extremes. I’ve got about half of them who 

have either known me since I was a student or have just known 

me in the seven years I have been here and [they] are so lovely 

and nice. Then, about the other half don't know me at all. 

Though quite often when people don't know me, they know 

“Oh yeah that is Meg, she runs after-school care”. I went down 

to a pupil free day last Monday, the school still hasn’t given me 

a key to the one of the buildings that we are using. I needed to 

get in, it was raining, we couldn’t fit the children into this tiny 

room, I wanted to take half back [to the centre] but the teachers 

weren’t in their classrooms. I found a group of teachers having 

sitting around drinking coffee, and I came in and I said “Hey 

guys, look I’m really sorry to interrupt, I’m Michelle from 

after-school care, I was hoping someone had an A block key”. 

Well the looks I got. ‘ Who are you?’ ‘What, you want my key? 
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One of the ladies looked over to the man who had the key in his 

hand, who was looking at me like “Am I allowed to give it to 

you?” Like, “Can I trust you?” But it was this real looking 

down thing and the lady looks over and goes “From after-

school care”. I think I must have said “I’m from OSHC”. That 

is really difficult, for people who don't know me........ It is like 

there’s the principal, deputy, teachers, teacher aides, support 

staff and then after-school care. Because even the support staff 

like the groundsman and the cleaners and everything contribute 

to the actual school – we are not school, so we are the lowest. 

That is how I get treated.  

 

Her comments raise some important points. Some teachers perceive OSHC in a very negative 

light and furthermore, OSHC is considered the bottom of the school hierarchy, if at all. Both 

of these things work against efforts by OSHC to provide quality care. The principal of this 

school is probably unaware of these issues due to the minimal communication between him 

and the OSHC coordinator and he would probably be dismayed that these exchanges are 

occurring. However, while OSHC is considered separate to the school and is perceived 

negatively by school staff these types of interactions are likely to continue.  

 

Further evidence that there is division within the school community came from the 

Community Operations Manager. During an informal conversation she mentioned that people 

don’t like to share and are very protective of their interests. While her position prevents her 

from criticising the P&C or school, her comments show that groups within the school are not 

working together. This division weakens OSHC’s ability to provide quality care. Again if 

OSHC was part of the school this division would not be there. 

Other themes from the data 

While the relationships have been examined on the basis of each individual school or model 

in the case of the Catholic schools, further discussion of some of the themes across schools 

are warranted. These topics include how OSHC staff are treated by teachers, information 
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about OSHC on the school’s website and how similar coordinators and principals’ responses 

were to each other.  

 

On the whole OSHC coordinators were generally treated well by other school staff. That is 

not to say they had good relationships but more that others were friendly and courteous. As 

the coordinator from School 3 states, it is the relationship with the principal that really 

matters. 

As I said, it is a 50/50 situation. Some of the teachers are very, 

very accepting and more willing to try and play a role in 

OSHC, have open communications, have even started 

communication books that they can send, letting me know how 

the children’s day has gone. And others are sort of cold fish. 

They still feel that we are not part of the school. But the people 

who count, like [the principal] and that are great.  

 

Deeper understanding of those teachers who do not regard OSHC positively may come from 

informal conversations with teachers and staff members that were held during visits to the 

schools to carry out the research. The pervasive feeling from comments made informally by 

teachers, aides and administration staff was that of pity for children who had to attend OSHC. 

These people thought that children should go home to their parents in the afternoon. Perhaps 

some teachers felt a care-education divide, in that teachers and aides educate the children but 

OSHC just babysits them. It may also show some teacher’s ignorance of OSHC because 

those teachers who had any close contact with OSHC, either through children in their classes 

attending OSHC or them witnessing the program firsthand, thought OSHC staff were doing a 

great job. Overall however, from the informal conversations, it seemed that OSHC was 

undervalued and very few recognised the efforts of OSHC staff to care for the children. 

 

The presence of OSHC in school websites is an indication of how important OSHC is within 

the school. With the exception of one school, School 7 - that had a very limited website, all 

other school websites were comparable. Therefore the inclusion or exclusion of OSHC was a 
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conscious decision. Those schools who did have links to OSHC on their website were 

Schools 1, 3, 5 and 6. Schools 3 and 5 were Catholic where the school was responsible for 

OSHC so it is not surprising that OSHC featured in the website as they are part of the school. 

The other two schools were not involved in the management of OSHC yet still included 

OSHC on their website. Speaking with administration staff to ascertain who made the 

decision to include OSHC on the website, both schools thought that OSHC had asked to be 

incorporated. This would again reflect the benefit of either having a regional coordinator as in 

the case of School 5 or an experienced teacher in School 1 who both realise the importance of 

promoting OSHC within the school. The two schools who did not have information about 

OSHC on their website were Schools 2 and 4. School 2 only mentioned that the P&C 

operated OSHC while there was no indication that OSHC even existed in School 4. This 

omission suggests that OSHC was not considered an important part of the school in these two 

schools.  

 

Further evidence for good relationships came from whether there was agreement between 

coordinators’ and principals’ responses. In the case of the Catholic schools and School 4 

where the principals were responsible for OSHC, the principals’ responses echoed their 

coordinators. There were no disparities in any of their answers illustrating how familiar 

principals were with OSHC and that the principal and coordinator had very similar ideas and 

views. While the responses made by principals and coordinators from the other three schools 

were not contradictory, this type of close agreement was not as evident. School 2 showed the 

least consistency between principal and coordinator. For example, when asked how often 

they see each other, the principal said “all the time” while the coordinator said “rarely”.  

These factors all contribute to the overall relationship between OSHC and the schools. The 

better the relationship between OSHC and schools, the easier it is for OSHC services to 

provide quality service delivery. 

  



 

 

185 

 

Overall findings 

In summarising findings about both the models and the relationships OSHC have with their 

schools factors that enhance or impede OSHC ability to provide quality care were identified.   

Factors that enhance OSHC ability to provide quality care 

As previously stated the support coordinators receive from others within and outside the 

school allows them to concentrate more on programming and strengthening relationships 

with the children. Support may come from the principal or from a higher ranking coordinator 

or manager. The knowledge that someone else can help if a problem arises or that they are 

not alone in their efforts to provide quality care cannot be emphasised enough. 

 

The benefit of having a higher ranking coordinator is that they can offer their expertise and 

knowledge, assist with accreditation and legislation as well as arrange networking 

opportunities. Should the OSHC coordinator leave the service, the area coordinator retains 

the knowledge about legislation and accreditation. They can help the new OSHC coordinator 

settle into their role and provide ongoing support. The area coordinator can also provide 

support when or if the school principal does not support OSHC. Both principals and OSHC 

coordinators do move and the area coordinator can provide stability and continuing support.  

 

Being part of the school can also improve the quality of OSHC. If the school is responsible 

for OSHC then OSHC becomes important within the school. Being part of the school helps 

raise the status of OSHC and can promote better relationships between OSHC and other 

school staff members. Similarly, having the full support of the principal also improves OSHC 

ability to provide quality care. Coordinators are free to focus their efforts on the program and 

children, knowing that the principal values their efforts and will assist in any matters that 

arise. 

 

Another factor that aids quality in OSHC is financial viability. When services are viable and 

run a profit they can afford a purpose built facility and quality resources. This means OSHC 

can be independent and not rely on the school to share resources. Furthermore, OSHC can 
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easily satisfy structural requirements and enhance children’s activities and play with toys, 

games and craft materials.    

Factors that impede OSHC ability to provide quality care 

In many ways the things that weaken OSHC’s ability to provide quality care are the absence 

of those things that increase the quality of OSHC. Therefore a lack of support from others 

impedes OSHC quality. Without the support of the principal or area coordinator the OSHC 

coordinator is responsible for all aspects of operating OSHC and must deal with any 

problems alone.  

 

Without the benefit of an area manager or project officer, coordinators run the risk of being 

cut off from new ideas and programs. There is no one to bounce ideas off or discuss OSHC 

matters with. Coordinators can also feel isolated if they are not able to network with other 

members of their profession.  

 

Sharing facilities and resources can also weaken relationships between OSHC and schools 

especially when OSHC is not considered part of the school. Sharing a classroom can be a 

particular problem when the classroom teacher is not tolerant of OSHC. Schools may not 

want to share their resources with an operation they do not consider part of the school and 

OSHC may feel frustrated that schools are not more willing to share. 

 

 Similarly, the size of the service can also create problems. Small services may not be 

financially viable and unless the school or P&C can provide some monetary assistance from 

time to time, services ultimately may not be able to operate. At the very least services will 

have problems buying resources, which in turn affects their ability to provide quality care.  

Triangulation and validation of results 

As stated in the methodology chapter, data triangulation is where findings from different 

sources of evidence are compared against each other to verify or validate results. In this study 

there were three main sources of evidence; interview and general observational data collected 
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by the researcher, Quality Profiles awarded by the National Childcare Accreditation Council 

(NCAC) and an interview with the director of QCAN, the leading body for OSHC in 

Queensland. 

Quality Profiles  

The Quality Profiles provided by the NCAC were also used to compare the models of OSHC 

and the levels of support afforded to them. This external assessment of OSHC from an 

outside agency enabled a form of triangulation comparing the researcher’s ideas with a 

standard measure of quality. The Quality profiles show how the OSHC services were rated in 

each of the Quality areas. The eight quality areas are: 

1.  Respect for children 

2.  Staff interactions and relationships with children 

3.  Partnerships with families and community links 

4.  Programming and evaluation 

5.  Play and development 

6.  Health, nutrition and wellbeing 

7.  Protective care and safety 

8.  Managing to support quality 

 Services must be awarded satisfactory quality in each of the nine areas to be accredited. 

Figure 5.2 gives a comparison of the seven schools according to the Quality profiles. OSHC 2 

and 4 were not accredited. This graph was constructed by adding together the raw scores 

from each of the eight quality areas to give a total score. See Appendix 24 for comparisons of 

each quality area. 
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Figure 5.2 Graph comparing the seven OSHC services according to Quality Profile raw scores 

 

Based on the quality profiles, the order of the services that scored highest quality to least 

quality was OSHC 6, 7, 3, 1, 5, 4 and 2. Table 7.1 compares the Quality Profiles raw scores 

with the findings related to the levels of support from this study. As can be seen in Table 5.1 

the two rankings are matched with the exception of OSHC 1 where the coordinator was over 

qualified. 
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Table 5.1  
Comparison of Models of OSHC based on amount of support they receive and overall 
Quality profiles rankings 

Amount of support available to OSHC  
services from most to least support 

Overall Quality Profile ranking from  
highest to lowest 

 

Model 1 

Catholic schools 
Schools 3, 6 & 7 

 

School 6 

 

Model 4 
 Lutheran school 

School 5 

 

School 7 

 

Model 3 
 Independent Christian school  

School 4 

 

School 3 

 

Model 2 
State schools 

Schools 1 & 2 

School 1* 

School 5 

School 4 

School 2 

*Only anomaly where models don’t match Quality profiles. 

 

Schools 6, 3 and 7 were Catholic schools and School 1 was the state school with the very 

capable coordinator. As stated repeatedly the Catholic schools had the full support of the 

principal, were part of the school and had the services of the diocese project officer available 

to them. These three elements nearly guarantee the highest quality of care. In the case of 

School 1 the qualities of the coordinator compensated for the lack of the fore mentioned 

elements. Her experience and qualifications enabled her to provide high quality care in spite 

of constraints from the model. The model adopted by the state schools with OSHC being 

managed by the P&C does not enhance services’ ability to provide quality care. The services 

are isolated and may not be supported by the school or even the P&C. The quality of service 

provision is dependent on the individual strength of the coordinator rather than the model.  
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OSHC from School 5 scored mostly high quality despite being a small service, having little 

support and involvement from the school, and the coordinator being employed part-time. This 

outcome must in part be due to the presence of the area manager who could offer support and 

ideas.  

 

The last two services were not accredited. School 4 scored better than School 2. While OSHC 

4 had the support of the junior school principal and to a lesser degree the support of the 

school, it was isolated in that there was no higher authority that could assist with 

accreditation or offer suggestions on how to improve care. School 2 scored the lowest quality 

and as stated in the discussion of OSHC 1 there is no real support from the school or from a 

higher authority. 

Director of QCAN perception’s of OSHC models 

The final source of evidence for triangulation came from an interview with the director of 

QCAN. As director of the leading body for OSHC she was aware of all the different models 

of OSHC including ones that were not investigated in this study. She was also very aware of 

the strengths and weaknesses associated with the different models. In addition to providing 

evidence that could be compared to the researcher’s findings and the Quality Profiles, the 

interview could also be considered as a type of member checking as the interview was held 

after all other data had been collected and the overall findings and conclusions were 

discussed. During the interview the director made the following four key points 

1. The principal is a key player regardless of who manages the OSHC service 

2. OSHC are businesses not just a community service 

3. Stand alone services such as those operated by school P&Cs need coordinators who 

are managers with skill sets above those needed by coordinators that have line 

management support (such as the Catholic and Lutheran systems) 

4. Need area/regional coordinators responsible for a group of OSHC regardless of type 

of school system where they operate. 
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All four points support the findings from this research. Point 3 extends the idea that the 

success of P&C managed services such as those in Model 2 depends on the ability of the 

coordinator.  

I was thinking about the P&C operated services that seem to 

depend on the skill of the coordinator. If you have an excellent 

coordinator who has – and I’m talking about excellence in 

terms of communication. If you have somebody who is 

personable and who has got excellent communication skills and 

is able to clearly articulate operational aspects about a service 

and really understands them well to the principal and to their 

P&C, things seem to work a lot better. But it is when you get 

that person who is not such an effective communicator and has 

difficulty communicating on the same level as the principal, 

that is when I have noticed a lot of issues with services. A 

coordinator of a P&C operated service, kind of being a stand 

alone service needs an over and above skill set to that of one 

who is in a service that has that line management support, like 

you see with um, QLESC and Cath Ed and all of those sort of 

services – PCYC services.  

 

The importance of area coordinators was established by her belief that another level of 

support should be available to all services. Several years ago initial meetings between 

QCAN, the Queensland Association of State School Principals, the Department of 

Communities and the Queensland Council of Parents and Citizens Associations were held to 

try and establish a regional support model where one person could support 10 to 15 services 

within a region that were run by P&Cs. While everyone thought it was a good idea there was 

difficulty in coordinating the idea within so many departments, and P&C’s would not pay for 

the service and as individual entities they could not be constrained to do so. With the new 

government initiatives for Education and early childhood and child care to be combined this 

may be easier to achieve, although the challenges to compel P&C’s to participate still exist.  
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Recommendations for OSHC 

Based on the findings from this research, the following section gives recommendations for 

the management of OSHC with the intention of raising quality of care. There are general 

recommendations for principals and coordinators as well as specific recommendations for 

state schools to employ area coordinators and P&C liaison officers.  

 

Table 5.2  
Recommendations from findings 

 Recommendations 

Principals 1. Actively supportive of 

OSHC 

 

• Promote sharing of resources and 

facilities 

• Remind staff that OSHC is part of the 

school 

• Feature OSHC in newsletter and 

school website 

 

State Schools 1. Employ area coordinator to 

support a number of 

schools 

 

• Assist with accreditation 

• Provide networking opportunities  

• Disseminate ideas 

• Organise professional development 

2. Employ a P&C liaison 

officer to work with OSHC 

and schools 

• Liaise between schools and OSHC 

• Assist with administration tasks 

Coordinators 1. Full-time employment with 

continuous hours through 

the day 

Opportunity for uninterrupted non-contact 

time to program and plan 
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Principals  

The first recommendation is that principals are actively supportive of OSHC. If the principal 

is seen by the school including staff, parents and children to actively support and value 

OSHC then OSHC is considered important and this in turn encourages others to value and 

support OSHC. More importantly it lessens the chance of negative interactions such as the 

one related by the coordinator from School 1. In the case of the four schools in this study 

where principals were responsible for OSHC the coordinator knew they had the full support 

of the principal. The coordinators knew they could turn to the principal at any time for any 

concern they had and that the issue would be dealt with promptly and competently. 

Ultimately this support must increase coordinators’ ability to provide high quality care.  

 

While it might be preferrable for principals to be involved or responsible for OSHC, it is 

unlikely to happen, especially in the state sector. Involvement with OSHC does take a lot of 

time and principals are already very busy with school responsibilities. Despite this there are 

things principals can do with little effort that could support OSHC. The principal can raise the 

profile of OSHC by including it in the school website and featuring it occasionally in the 

newsletter. Principals could also strengthen relationships between the school and OSHC by 

mentioning at the beginning of every year that OSHC is a part of the school, that OSHC is an 

important service to parents and helps enrolments and most importantly promoting the 

sharing of the school’s resources and facilities.  

Area coordinators 

One of the main concerns with OSHC services and also for many child care services is 

isolation. For state schools and small independent schools who are managed by the school’s P 

& C committee or the schools themselves they are stand alone services with no affiliation or 

link to any other services. There is no opportunity to share ideas and experiences or to ask 

someone else any questions they may have without contacting the different government 

agencies and organizations. Coordinators may feel unsupported particularly if they do not 

have a proactive P & C committee. Coordinators assume a vitally important role in OSHC 

and when they are supported they can provide higher quality care through their leadership 

and management.  
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As such the first recommendation is for Education Queensland to employ area coordinators 

for OSHC services run by P&C committees. The area coordinators would be responsible for a 

number of schools in an area. Ideally these coordinators would be familiar with the state 

education system and OSHC so that they could liaise between schools and OSHC They 

would be available to school coordinators for advice as well as practical and moral support. 

This role would be based on the project officer’s role in the Catholic Diocese. 

 

The position could be part funded by some type of payment from each OSHC as well as 

Education Queensland. Education Queensland could provide office space, telephone and 

cover administration costs while payment from each OSHC could cover the area 

coordinator’s salary. Possible payment could be based on a percentage of total profits, a 

percentage of staff wages or a set amount based on enrolments.  

 

The envisaged OSHC area coordinator would be responsible for a certain number of schools 

that they would visit and keep in regular contact. The OSHC coordinators would have a first 

point of reference if they needed information about new regulations, rather than having to 

ring the government helplines. The area coordinator would facilitate meetings between 

coordinators from the schools and provide opportunities for networking. The area coordinator 

would be able to offer advice and suggestions on how to manage OSHC based on her 

expertise as well as knowledge and familiarity with other services.  

 

While QCAN does provide this service to a degree, it is not enough given the large number of 

state school OSHC services that provide care for thousands of children. State school OSHC 

virtually exist in isolation and yet they are in very similar situations. Each service should not 

have to effectively reinvent the wheel to run OSHC, particularly in setting up procedures and 

undergoing accreditation. An area coordinator could provide proformas for policy and 

procedures that each centre could modify to suit their own circumstances. They would visit 

the centres regularly to be in a position to offer advice and suggestions on how to run OSHC 

more effectively and most importantly they could help with accreditation. This would involve 

making sure the centre had the appropriate paperwork, checking that procedures were in 

place and that standards were met in caring for the children. The quality of care to some 
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degree would be guaranteed by having an area coordinator as it would be part of their role to 

ensure quality across the sites. Rather than some services concentrating on quality during 

accreditation processes, the area coordinator could help maintain high quality constantly.  

 

Those services that were well established and running smoothly, or had a particularly strong 

coordinator may not use the services of the area coordinator as much as some other services. 

However, coordinators would be secure in the knowledge that support is there if they need it. 

More importantly however, is that if the coordinator of a centre left, the area coordinator still 

has the knowledge about OSHC and can help a new coordinator settle in and learn all there is 

to know.  

P&C officer 

Large state schools whose P&C manage OSHC should consider employing a P&C officer 

who is responsible for the financial administration of OSHC and other P&C business. In the 

case of school 2 this person acted as a liaison between the school and OSHC. She had a good 

relationship with the school administration team including office ladies as well as the P&C 

committee and OSHC coordinator. By having a liaison person who could handle all the 

administration duties as well as dealing with the school, the OSHC coordinator could 

concentrate on OSHC tasks such as programming or keeping abreast of latest policy changes. 

More importantly the liaison person could promote OSHC within the school to gain the 

support of staff. As the principal is not seen to actively support OSHC the liaison person 

could promote or raise the profile of OSHC and improve relations between the school and 

OSHC. In the case where the P&C is not as supportive of OSHC as it should be and there is 

little collaboration or support the liaison officer is in a position to bring them closer together. 
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OSHC Coordinators  

From this study it appears that the schools with the coordinators who are employed full-time 

with non contact hours during the middle of the day are the most successful at holding staff 

and running a high quality service. There are several reasons behind this; the most obvious 

being that it is a full-time job with regular hours. A full-time position is more likely to attract 

a qualified person than a part-time position. Furthermore, the coordinator has time to deal 

with the administration and licensing requirements without the distractions of when the 

children are present. One school had full-time hours but they were discontinuous and there 

was only one hour of non-contact time when there were no children. Despite being somewhat 

secluded from the children and activities in an office, the coordinator answered the phone, 

handled payments and dealt with any issues that arose while attending to administration 

duties in non-contact time.  

 

Full-time continuous working hours during the day is obviously not possible in small 

services. However, for middle and large services this seems to be an easy way to help the 

smooth running of OSHC and help retain coordinators in their positions.  

 

These recommendations would improve the quality of care by supporting coordinators and 

allowing them to concentrate on programming and the children. Coordinators would have the 

opportunity to network with others and hear new ideas on how to improve the services which 

would ultimately enhance the quality of care they provide. As well as benefitting the children 

who attend OSHC, these suggestions would also make a coordinator’s jobs easier and more 

enjoyable. This in turn would improve quality of care as job satisfaction increases.  

Chapter summary 

The intention of this study was to investigate the different models of OSHC and the levels of 

support available to the coordinators. Findings from the study suggest that models that 

provide coordinators with extra levels of support have a greater chance of delivering quality 

care to children. Support from the principal can raise the profile of OSHC within the school, 

while outside support in the form of area coordinator can provide assistance with 
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accreditation, networking and professional development opportunities as well as the 

dissemination of ideas. Support from higher level management allows coordinators to 

concentrate more on programming and developing relationships with the children. For 

services that do not receive this type of support the coordinators need a skill set that is above 

the level of required qualifications. Thus the success of these services is reliant on the 

strength of the coordinator. Based on these findings it is recommended that P&C operated 

OSHC employ an area coordinator to provide extra support and where possible, principals are 

encouraged to actively endorse and support OSHC. As growing numbers of children attend 

OSHC every effort should be made to ensure they receive the highest quality care and that 

systems are in place for services to achieve this quality. 
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Chapter 6  
Results  

Chapter Six reports the study findings related to the first and second research focus areas; 

how children’s care arrangements and participation in extra-curricular activities are related to 

their behaviour and mothers and children’s satisfaction with their time together. How 

previous care arrangements, as well as child and family characteristics are related to 

children’s behaviour are also detailed. Also presented are teachers, principals and OSHC 

staff’s perceptions regarding children’s behaviour, according to their after-school care 

arrangements. A summary of the quantitative and qualitative findings are presented at the end 

of each section. A discussion of the findings is presented in the next chapter. 

 

Some brief notes about the results are provided to facilitate clarity of the findings. For the 

statistical analyses, where the group totals do not add up to the sample size, data were 

missing. Tables of the mean ranks have been provided to facilitate understanding of post hoc 

analyses. Where medians are given the abbreviation Mdn has been used. Where necessary 

numbers were rounded to three decimal places to calculate Bonferroni adjustments. For 

children’s care arrangements, parental care includes maternal and paternal care. Unless 

otherwise stated, non-parental care refers to any other type of care not provided by the child’s 

parents. Low behaviour scores indicate few or no behaviour problems while high scores 

indicate the presence of problem behaviours. 

SDQ scores 

Teachers, mothers and OSHC coordinators completed SDQs for children. Of the 693 reports 

completed by classroom teachers, 338 could be matched to mother SDQ reports. Teacher 

reports that could be matched to the mother reports are referred to as matched-teacher reports. 

The scores from the matched-teacher reports are analysed separately from the classroom-

teacher data set. As described in Chapter Three, SDQ scores are broadly classified into three 

groups: normal, borderline and abnormal. For parent reports scores of 0 -13 are considered 

normal; 14 - 16, borderline; and 17 to 40, abnormal. For teacher reports scores of 0 -11 are 

considered normal; 12 - 14, borderline; and 16 - 40 abnormal. 
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Teachers’ and mothers’ scores could be compared to Australian normative scores developed 

by Mellor (2004). Table 6.1 shows the means and standard deviations of the SDQ scores 

from mothers and teachers in both the classroom and matched samples. In parentheses are the 

Australian normative scores. Scores from mothers’ reports were significantly lower than 

those of the normative sample, t(893) = 6.99, p=.000, 95% CI [-1.409 to -0.791]. The 

matched-teacher sample was comparable to the teacher scores in the normative sample. 

Behaviour scores as reported by the classroom teachers were significantly higher than the 

normative sample t(693) = 4.26, p < .001, 95% CI [0.59 to 1.62]. Significance tests for each 

gender are presented in Appendix 25. OSHC coordinators’ scores were not included in the 

table as the sample sizes were considered too small particularly when divided into gender 

groups. 

 

Table 6.1 
Comparison of mother, matched teacher and classroom SDQ scores to Australian normative 
scores 

Group Mother reports Matched teacher reports Classroom teacher 

reports 

 n M SD n M SD n M SD 

Whole 

sample 

893 7.1 

(8.2) 

 

4.7 

(6.5) 

338 6.1 

(6.0) 

 

6.2 

(6.1) 

693 7.1 

(6.0) 

 

6.8 

(6.1) 

Females  

 

432 6.9 

(7.7) 

 

4.7 

(5.7) 

168 4.7 

(6.0) 

 

5.1 

(5.7) 

359 6.1 

(6.0) 

 

6.3 

(5.7) 

Males  

 

442 7.3 

(9.9) 

 

4.7 

(7.8) 

167 7.4 

(6.9) 

 

6.8 

(6.4) 

334 8.1 

(6.9) 

 

7.2 

(6.4) 

 

Proportions of children within the normal, borderline and abnormal categories were 

comparable to population norms. According to Goodman (1997) approximately 10% of the 
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population is expected to have abnormal behaviour scores, 10% to have borderline behaviour 

scores and 80% to have normal behaviour scores. In the classroom teacher sample 11.5% of 

children were rated as having abnormal behaviour scores, 10.1% were rated as having 

borderline behaviour scores and 78.4% were rated as having normal behaviour scores. 

According to mothers’ reports only 5.4% of the children were rated as having abnormal 

behaviour scores, 11.0% were rated as having borderline behaviour scores and 83.7% were 

rated as having normal behaviour scores.  

 

Teacher behaviour scores were also used to compare children according to the parent survey 

response rate. Mann-Whitney U tests revealed significant differences between the rated 

behaviour scores of children whose mothers returned the parent survey and those children 

whose mothers did not return the survey. Children whose mothers completed the survey had 

better behaviour scores (Mdn = 4, n = 339) compared to children whose mothers did not 

return the survey (Mdn = 6, n =341), z = -2.40, p =.02.   

After-school care arrangements 

Classroom teacher results 

Teachers completed the Strengths and Difficulties Questionnaire for 693 children of whom 

334 were male and 359 were female. The proportion of children from each year level was as 

follows: 26.4% (n = 183) were in Prep, 21.2% (n = 147) were in Year 1, 30.4% (n = 211) 

were in Year 2 and 21.9% (n = 152) were in Year 3. In terms of care arrangements, 93 

children (13.4%) attended full-time after-school care, 475 children (68.5%) were in full-time 

parental care and 125 children (18.0%) received a combination of parental care and after-

school care. 

 

A Kruskal-Wallis test indicated that according to teacher reports there were significant 

differences in behaviour scores between the three care groups of children χ2(2, 693) = 31.41,  

p < .001. Children who received exclusive parental care had the lowest behaviour scores. The 

mean ranks of the three groups of children are given in Table 6.2. 
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Table 6.2  
Mean ranks of children’s behaviour scores according to after-school care arrangements  

 n Mean rank 

Full-time after-school care (ASC) 93 440.24 

Full-time parental care 475 320.76 

Combination ASC and parental care 125 377.32 

 

Using a Bonferonni adjustment of .02, post hoc analyses revealed a significant difference 

between the scores of children who attended full-time after-school care (Mdn = 9, n = 93) 

and those who received exclusive parental care (Mdn = 4, n =475) U = 4668, z = -2.49,  

p = .013, r =.17. There was also a significant difference between the behaviour scores of 

children who attended full-time after-school care (Mdn = 9, n = 93) and those who received a 

combination of after-school care and parental care (Mdn = 6, n = 125) U =14560.5,  

z = -5.22, p < .001, r = -.22. There was also a significant difference between the behaviour 

scores of children who received a combination of after-school care (Mdn = 6, n = 125) and 

parental care and those who received exclusive parental care (Mdn = 4, n =475)  

U = 24752.5, z =-2.87, p =.004, r = .12. The effect sizes for these differences were small.  

 

A Chi-squared test for independence showed significant differences between the three care 

types and behaviour categories, χ2(4, 693) =25.93, p <.001, Cramer’s V = .14. Full-time 

parental care was associated with the highest percentage of normal behaviour. A total of 

82.7% of children who received full-time parental care, 74.4% of children who received a 

combination of parental and after-school care and 61.3% who attended full-time after-school 

care were rated as having normal behaviour scores. This is a small effect size. 

There was some evidence of gender differences in behaviour type and after-school care 

arrangement. The type of care girls received was significantly related to the behaviour 

categories, χ2 (4, 359) = 25.37, p = <.001, Cramer’s V = 1.85. Again parental care was 

associated with the highest percentages of normal behaviour. A total of 86.5% of girls in 

parental care and 82.5% of girls in a combination of care were rated as having normal scores 

compared to only 60% of girls in full-time after-school care. This effect size is small. Results 
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for boys were approaching significance but only full-time parental care seemed to be 

associated with the highest percentage of normal behaviour. The percentage of boys who 

were rated as having normal behaviour scores was 78.6% for those in full-time parental care 

compared to 62.5% of those in full-time after-school care and 66.1% of those in a 

combination of parental and after-school care. Due to the sample sizes it was not possible to 

compare children’s behaviour scores according to the school or OSHC service they attended.  

OSHC coordinator results 

ASC coordinators reported on 230 children. Of these children 48% were males (n = 109) and 

52% were females (n =118). The proportion of children from each year level was as follows: 

22.7% (n =52) were in Prep, 20.1% (n =46) were in Year 1, 27.9% (n = 64) were in Year 2 

and 29.3% (n = 67) were in Year 3. In terms of care arrangements, 41.7% (n = 96) attended 

after-school care full-time while 58.3% (n =134) attended after-school care part-time.  

 

 A Mann-Whitney U test revealed significant differences between children’s behaviour scores 

according to care arrangement. Children who attended after-school care part-time  

(Mdn = 5.5, n = 134) had lower behaviour scores than children who attended full-time  

(Mdn = 6, n = 96), U = 5218.5, z = -2.45, p=.014, r = -.16. This was a small effect size. 

 

Of these coordinators’ reports, 112 could be matched with teacher reports. For the matched 

teacher reports no significant relationships were found between children’s behaviour scores 

and their after-school care arrangement, gender or year level. The correlation between 

coordinator and teacher reports for the SDQ was moderate, r =.41, p < .001. 

Mothers’ results 

The disproportionate nature of the children’s care arrangements meant that the three 

categories used by teachers could not be employed in the parent sample. More than two thirds 

of the children (n = 598, 67.5%) received exclusive parental care while only 42 children 

(4.7%) attended full-time after-school care. The remaining children had a variety of care 

arrangements including combinations of parental care and after-school care, sibling care, self 

care, other formal care such as daycare centres and family day care as well as informal care 
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such as friends, neighbours and relatives. As such, analyses only compared parental care with 

non-parental care. A Mann-Whitney U test revealed a significant difference between 

behaviour scores of children receiving exclusive parental care and those receiving some non-

parental care. Children in parental care (Mdn =6, n =598) had lower behaviour scores than 

children in non-parental care (Mdn = 7, n =287), U= 77702, z =-2.28, p < .001, r = -.08. 

This is a small effect size. 

Matched teacher results 

A total of 339 reports completed by teachers could be matched to mother reports. Based on 

parent surveys, matched teacher reports only compared non-parental care and parental care. 

Like mothers, matched teacher’s reports showed a significant difference between children’s 

behaviour scores based on their after-school care arrangement. Children in parental care  

(Mdn = 3, n = 222) had lower behaviour scores than children in non-parental care (Mdn = 5, 

n = 114) U = 10898, z = -2.09, p = .036, r = -.011. Again this is a small effect size. Matched 

teacher reports and mother reports were moderately correlated, r =.34, p = < .001.  

Extra-curricular participation 

According to mothers’ reports children who participated in extra-curricular activities had 

better behaviour scores (Mdn = 6, n = 710) than children who did not participate (Mdn = 7,  

n = 183), U = 58965, z = -1.93, p=.05, r = -.06. This is a small effect size. 

 

A Kruskal-Wallis test showed no significant differences between children’s behaviour scores 

according to the amount of time they spent participating in extra-curricular activities using 

Petit et al. (1997) categories of less than 1 hour, 1-3 hours and more than 3 hours. However, 

when the first two categories were changed (less than 90 minutes, 90 to 180 minutes and 

more than 180 minutes) significant differences between children’s behaviour scores 

according to the amount of time they spent participating in extra-curricular activities were 

found χ2 (3, 893) =12.54, p =.006. Children who participated in activities between 90 and 

180 minutes had lowest behaviour scores. Table 6.3 gives the mean ranks for children’s 

behaviour scores according to the amount of time they spent in extra-curricular activities per 

week. 
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Table 6.3 

Mean ranks of children’s behaviour scores according to the amount of time they spent in 

extra-curricular activities 

 

 n Mean rank 

No time 183 479.79 

Up to 90 minutes 194 472.26 

90 minutes to 180 minutes 319 407.58 

More than 180 minutes 197 455.50 

 

Using a Bonferonni adjustment of .008, post hoc analyses indicated that there was a 

significant difference between the behaviour scores of children who did not participate (Mdn 

= 7, n = 183) and those who spent between 90 and 180 minutes (Mdn = 5, n = 319),  

U= 24462, z = -3.03, p =.002, r = -.14. There was also a significant difference between the 

behaviour scores of children who spent up to 90 minutes in activities (Mdn = 7, n = 194) 

compared to those who spent between 90 and 180 minutes (Mdn = 5, n = 319), U = 26538,  

z = -2.71, p =.007, r = -.12. No gender differences were found within the time categories. 

Both effect sizes were small. To test whether there was a linear effect for time spent in extra-

curricular activities, the mean ranks were examined.  

 

There were also significant differences between children’s behaviour scores according to the 

number of extra-curricular activities they participated in χ2(3, 893) =10.234, p=.02. Children 

who participated in two or more activities had lower behaviour scores than children who 

participated in one or no activities. Table 6.4 gives the mean ranks for children’s behaviour 

scores based on the number of extra-curricular activities they participated in. 
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Table 6.4 
Mean ranks for children’s behaviour scores based on the number of extra-curricular activities 
they participate in 

 n Mean rank 

No activities 183 479.79 

1 activity 357 462.98 

2 activities  243 412.37 

3 or more activities 110 417.10 

 

Again using a Bonferonni adjustment of .008, post hoc tests revealed a difference between 

children’s behaviour scores for those who did not participate in any activity (Mdn = 7,  

n = 183) and those who participated in two activities (Mdn = 6, n =243), U = 18836.5,  

z =-2.71, p = .007, r = -.13. Once more the effect size was small. No gender differences were 

found. 

 

A chi-Square test of independence revealed a significant relationship between after-school 

care arrangements and participation in extra-curricular activities. Children in full-time non-

parental care were less likely to participate in extra-curricular activities than those in full-time 

parental care or part-time non-parental care χ2 (2, 893) =16.97, p = < .001, Cramer’s V = .14. 

A total of 86.9% (n=186) of children in part-time non-parental care participated in one or 

more extra-curricular activities compared to 78.9% (n =478) in exclusive parental care and 

65.4% (n =51) of children in full-time non-parental care. This was a small effect size. 

 

Contrary to parent reports, matched-teacher reports revealed no significant differences 

between children’s behaviour scores according to whether they participated in extra-

curricular activities or not. Similarly, no differences were found between children’s 

behaviour scores according to the number of activities children participated in or the amount 

of time children spent in extra-curricular activities.  
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Child and family characteristics 

Gender 

While mothers reported no differences in children’s behaviour scores according to gender, 

classroom and matched teachers and OSHC coordinators all reported differences. A Mann-

Whitney U test showed that girls (Mdn = 4, n = 359) were rated by classroom teachers as 

having lower behaviour scores than boys (Mdn = 6, n = 334), U= 49924, z = -3.82, p < .001, 

r = -.15. Similarly, matched teacher reported that girls (Mdn = 3, n = 168) had lower 

behaviour scores than boys (Mdn = 5, n =167), U = 10.567.5, z = -3.92, p < .001, r = -.21. 

Coordinators likewise reported that girls (Mdn = 4, n = 118) had lower behaviour scores than 

boys (Mdn = 7, n = 109), U = 4226.5, z = -4.47, p < .001, r = -.03). All effects sizes were 

small. 

Year level  

Teachers, mothers and OSHC coordinators all reported behaviour score differences according 

to year level with children in Year 1 having the highest behaviour scores. Initial analyses 

used Kruskal-Wallis tests. Post hoc tests used Bonferonni’s adjustment of .008. 

 

According to mothers’ reports there were significant differences between children’s 

behaviour scores according to their year level, χ2 (3, 887) = 8.91, p =.03. Post hoc anlyses 

showed that there were significant differences between children in Year 1 (Mdn = 7, n = 145) 

and Year 2 (Mdn = 6, n = 233), U = 13904, z = -2.80, p = .005, r = -.14. The effect size was 

small. 

 

According to classroom teacher reports there were also significant differences between 

children’s behaviour scores according to their year level, χ2 (3, 693) = 15.63, p = .001. Post 

hoc test revealed that there were significant differences between children in Year 1 (Mdn = 6,  

n = 147) and Year 2 (Mdn = 3, n= 211), U = 12031, z = -3.62, p < .001, r = .19 and between 

children in Year 2 (Mdn = 3, n= 211) and Year 3 (Mdn = 6, n =152), U = 13049, z = -3.04,  

p = .002, r = .16. These effect sizes were all small. 
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Similarly, matched teachers reported differences between the behaviour scores of children in 

the different year levels χ2(3, 335) =9.17, p =.027. However the differences were no longer 

significant when applying Bonferonni’s adjustment.  

 

OSHC coordinators also reported behaviour score differences according to year level  

χ2 (3, 229) = 11.28, p=.01. Post hoc tests revealed significant differences between children’s 

behaviour scores in Year 1 (Mdn = 7.5, n = 46) and in Year 3 (Mdn = 5, n = 67) U = 999,  

z = -3.18, p = .001, r = .21. This effect size was small.          

Family size 

While mothers’ reports revealed no significant differences in children’s behaviour scores 

according to the number of children in the family, matched teachers reported differences, 

 χ2 (4, 335) = 13.06, p = .011. Children with four or more siblings had lower behaviour 

scores than children with zero, one or two siblings. Table 6.5 gives the mean ranks of 

children’s behaviour scores according to the number of children in the family. 

 

Table 6.5 
Mean ranks of children’s behaviour scores according to number of children in the family 

 n Mean rank 

Only child 38 194.54 

2 children 160 165.45 

3 children 95 175.62 

4 children 22 168.16 

More than 4 children 20 101.65 

 

Post hoc analyses with a Bonferonni adjustment of .005, showed a significant difference 

between the behaviour scores of singleton children (Mdn = 6, n =38) and those with more 

than four children in the family (Mdn = 1, n = 20) U = 158.50, z = -3.64, p < .001, r = -.48 

which was a medium effect size. Similarly, there was a difference between the behaviour 
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scores of children in a two-child family (Mdn = 4, n =160) and those with more than four 

children (Mdn = 1, n = 20) U = 978, z = -2.85, p = .004, r =-.21, and between children in 

families with three children (Mdn = 4, n = 95) and more than four children  

(Mdn = 1, n = 20) U = 552.5, z = -2.95, p .003, r = -.28. This last effect size, although small 

was approaching a medium level. 

Maternal education 

Mothers reported differences in children’s behaviour scores according to maternal education 

level χ2 (4, 870) = 19.59, p =.001. Children whose mothers had completed a post graduate 

degree had the lowest behaviour scores, while children whose mothers had completed Year 

10 had the highest behaviour. Table 6.6 gives the mean ranks of children’s behaviour scores 

according to maternal education levels. 

 

Table 6.6  
Mean ranks of children’s behaviour scores according to maternal education levels 

 n Mean rank 

Completed Year 10 95 512.54 

Completed Year 12 148 461.26 

College or TAFE certificate 288 434.28 

University degree 271 416.63 

Post graduate degree 68 352.16 

 

Post hoc analyses showed significant differences between children’s behaviour scores 

according to whether their mother had completed Year 10 (Mdn =512.54, n = 95) or a TAFE 

certificate (Mdn = 434.28, n =288), U = 11198, z = -2.66, p = .008, r = -.14. There were also 

differences between children’s behaviour scores according to whether their mother had 

completed Year 10 (Mdn =512.54, n= 95) or a university degree (Mdn = 416.63, n =271),  

U = 9998.5, z = -3.25, p = .001, r = -.17 and between children’s behaviour scores according 

to whether their mother had completed Year 10 (Mdn =512.54, n= 95) or a post graduate 

degree (Mdn = 352.16, n = 68), U = 2024.5, z = -4.07, p < .001, r = -.32. This last effect 

size was a medium effect size while the former was a small effect size. Likewise there was a 
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difference between children’s behaviour scores according to whether their mother had 

completed Year 12 (Mdn =461.26, n= 148) or a post graduate degree (Mdn = 352.16,  

n = 68), U = 3828.5, z = -2.83, p = .005, r = -.19. Again this was a small effect size. 

Matched teacher’s reports revealed no differences. 

Other child and family variables 

According to both mothers’ reports and matched-teacher reports no significant differences 

were found between behaviour scores of children from different family types, although it was 

approaching significance. Children in two-parent families had lower behaviour scores than 

children in single-parent families or other family types. Nor were there any differences in 

behaviour scores according to the child’s position in the family or mother’s employment 

status.  

Previous child care experience 

Kruskal-Wallis tests revealed significant differences between children’s behaviour scores 

according to previous early child care for mothers χ2 (4, 893) = 31.993, p < .001. Exclusive 

parental care was associated with the lowest behaviour scores while extensive centre care was 

associated with the highest behaviour scores. Table 6.7 gives the mean ranks of children’s 

behaviour scores according to previous child care experience. 

 

Table 6.7 
Mean ranks of children’s behaviour scores according to previous child care experience based 
on mothers’ reports 

 n Mean rank 

Extensive centre care 95 553.75 

Part-time formal care 423 454.54 

Exclusive parental care 203 380.61 

Part-time informal care 92 423.57 

Extensive other care 80 475.76 
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Further analyses used Bonferroni’s adjustment of .005. Post hoc tests showed that for 

mothers, there were significant differences between the behaviour scores of children who 

received extensive centre child care (Mdn = 9 , n = 95) and those who received part-time 

formal care (Mdn = 6, n = 423) U =15562, z = -3.44, p = .001, r = -.08. This was a small 

effect size. There were also differences between children who received extensive centre child 

care (Mdn = 9, n = 95) and those who received exclusive parental care (Mdn = 5, n =203)  

U = 6015, z = -5.25, p < .001, r = -.3. This is a medium effect size. Again there were 

differences between children who received extensive centre child care (Mdn = 9, n = 95) and 

those who received part-time informal care (Mdn = 6, n = 92) U = 3061, z = -3.55, p < .001, 

r = -.26. This effect size although small was approaching a medium level. There were also 

differences between children who received part-time formal care (Mdn = 6, n = 423) and 

those who received exclusive parental care (Mdn = 5, n =203) U = 35789.5, z = -3.38, p = 

.001, r = -.14. This effect size was small.  

 

A chi-squared test for independence revealed that according to mothers’ reports there were 

significant differences between the five care types within the normal range of behaviour, 

χ2(8, 893) = 17.32, p =.027. Extensive centre care was associated with lowest percentage of 

normal behaviour. A total of 93.6% of children who received exclusive parental care, 93.5% 

of children who received part-time informal care, 91.3% who received part-time formal care, 

90.0% of children who received extensive other care and 81.1% of children who received 

extensive centre care were rated as having normal behaviour. Further analyses showed that 

there was no relationship for girls while for boys the relationship was approaching 

significance χ2 (8, 893) = 15.06, p = .058.  

 

Matched-teacher reports also showed differences in children’s behaviour scores according to 

previous child care experiences χ2(4, 338) = 12.51, p = .01. Exclusive parental care was 

associated with the lowest behaviour scores while extensive centre care was associated with 

the highest behaviour scores. Table 6.8 gives the mean ranks for children’s behaviour scores 

according to previous child care experiences based on matched-teacher reports. 
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Table 6.8  
Mean ranks of children’s behaviour scores according to previous child care experiences based 
on teacher reports 

 n Mean rank 

Extensive centre care 40 207.29 

Part-time formal care 167 172.07 

Exclusive parental care 75 141.88 

Part-time informal care 28 165.11 

Extensive other care 28 178.55 

 

Again using a Bonferonni adjustment of .005, post hoc tests only revealed a difference 

between children’s behaviour scores who had received extensive centre child care  

(Mdn = 7.5, n = 40) and those who received exclusive parental care (Mdn = 3, n = 75)  

U = 935, z =-3.34, p =.001, r = -.31. This is a medium effect size.  

Stability of care arrangements from early child care to after-school care 

To allow for easier comparisons of children’s care arrangements between early child care and 

current after-school care arrangements, early child care arrangements were collapsed into the 

three groups; extensive non-parental care, part-time non-parental care and exclusive parental 

care. Contingency tables showed a decline in all care types except for exclusive parental care 

which was reported as increasing over the years. Before entering school 19.6% of children 

received extensive nonparental care however in the early school years the proportion of 

children receiving this type of care fell to only 8.7%. Similarly, 58.1% of children received 

part-time non-parental care during early childhood but only 23.8% received this type of care 

while attending school. In contrast, 22.3% of children received exclusive parental care during 

early childhood while 67.5% received this type of while attending school. This relationship 

was significant χ2 (4, 893) = 97.68, p < .001.  
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Early education experiences 

Early education experiences including kindergarten and preschool were examined in relation 

to children’s behaviour. More than half the sample accessed some early education, 57.8%, (n 

=382) compared to 43.2% (n =524) who did not. According to both mother and matched 

teacher reports, there were no differences in children’s behaviour scores according to whether 

the children had accessed early education.  

Parenting style 

The Raising Children Checklist was used to assess parenting style. Rotated Factor analysis 

showed three factors, harsh, permissive and responsive parenting. Principal Axis factoring 

with varimax rotation method was used. These three factors explain 27% of the variance. 

Table 6.9 shows the items and their related weightings. Overall only half of the items 

matched those found by Shumow, Vandell and Posner. More specifically, seven of the 11 

responsive items, six of the 12 permissive items and two out of the six harsh items could be 

matched. These items have an astrix next to them in the table.  
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Table 6.9 
Varimax rotated factor Loadings for Raising Children Checklist  

Item number and question Factor loading 

Harsh Perm- 
issive 

Resp- 
onsive 

*12. Do you think that a good smack is sometimes needed to make 
your child understand? 

.797 -.047 -.229 

*24. Do you smack your child when s/he has done something really 
wrong? 

.792 -.049 -.173 

21. Do you drop a rule if your child objects to it? .773 .345 .005 
22.  Do you expect your child to be quiet and respectful when adults 
are around? 

.753 -.141 .023 

7.  Do you let your child decide what his/her daily schedule will be? .749 .250 .142 
17.  Do you think spoiling your child would be one of the worst 
things you could do as a parent? 

.652 -.128 -.073 

16.  Do you avoid having rules that your child must follow? .050 .537 -.100 
*28. Do you think your child will grow up just fine if you usually let 
him/her have his/her way? 

.069 .496 -.035 

*9.  Do you let your child eat whatever he/she feels like eating? .035 .463 -.033 
*19.  Do you let your child watch whatever TV shows s/he wants to 
watch? 

.038 .454 -.044 

*30.  Do you allow your child to see any movie s/he wants to see? .212 .451 -.011 
*14.  Do you let your child go to bed whenever he/she feels like it? .072 .427 -.027 
27.  Do you make sure your child shows you respect? .032 -.398 .218 
11.  Do you avoid giving your child chores to do? .002 .396 -.182 
6. Do you make sure you are strict with your child when it comes to 
punishment? 

.076 -.394 .057 

*8.  Do you try to check the ratings before allowing your child to rent 
or see a movie? 

-.042 -.340 .220 

26.  Do you think one of the most important things you can teach 
your child is respect for the rights of others? 

.026 -.330 .122 

13.  Do you think that respect for authority is one of the most 
important things you can teach your child? 

.082 -.325 -.072 

*4.  Do you give your child a chance to explain his/her side before 
punishing him/her? 

-.018 -.090 .582 

*5.  Do you try to make rules which take your child’s individual 
needs into consideration? 

-.033 -.135 .571 

*20.  Do you try to show that you understand your child’s feelings 
when you punish him/her for misbehaving? 

.070 -.122 .532 

*23. Do you try to explain the reasons for the rules you make? -.027 -.322 .462 
*2. Do you say something positive to your child when s/he does 
something you like? 

-.091 -.207 .375 

18.  Do you want your child to questions rules that seem unfair? .011 .050 .345 

Note: Loadings are considered large when then exceed .4 (O’Rourke, Hatcher& Stepanski, 2005). Loadings of 
<.32 are considered small (Tabachnick & Fidell, 2007) and have not been included in the table. 



 

 

214 

 

These factors items were used to calculate correlations between parenting styles and 

children’s behaviour scores. According to mother SDQ results, responsive or authoritative 

parenting was associated with better behaviour scores (r = -.291, p < .001), while permissive 

parenting was associated with poorer behaviour scores (r = .109, p = .005). The correlation 

between harsh or authoritarian parenting and poorer behaviour scores was approaching 

significance (r = .075, p = .053). There were no significant correlations according to the 

matched-teacher reports. 

Parent-child satisfaction results 

Two samples were used to measure mothers and children’s satisfaction with time spent 

together. The first sample was made up of 675 children. The sample comprised 49% males 

and 51% females. There were less Year 2 students (40.1%) compared to Year 3 students 

(59.9%). The second sample consisted of 894 mothers from the parent survey. Of the 

children, 47.3% (n = 317) could be matched with their mother. 

Mothers’ satisfaction 

Overall, 62.3% of the children’s mothers were satisfied with the time they spent together with 

their child. A chi-squared test showed a significant relationship between mothers’ satisfaction 

and her employment status, χ2(2,896) =19.95, p < .001. More mothers who were either 

employed part-time or not employed were satisfied with the time they had together with their 

child than mothers who were employed full-time. Similarly, a significant relationship was 

found between mothers’ levels of satisfaction and their child’s care arrangements χ2(2, 894) 

=42.38, p < .001. More mothers were satisfied with the time they had together with their 

child if their child was in full-time non-parental care than if their child was in a full-time 

parental care or a combination of parental and non-parental care. No associations were found 

between mother’s satisfaction and maternal education or number of children in the family. 

Children’s satisfaction 

More children were satisfied with the time they had with their mother than with the time they 

had with their father t(291) = 4.19, p < .001. Just over half of all children (52.3%) were 

satisfied with the time they had with their mother compared to just over one third (36.4%) of 



 

 

215 

 

all children who were satisfied with the time they spent with their father. There were no 

significant differences in gender or year level of children who were satisfied with their time 

together with their mother. Similarly, there were no significant differences between gender 

and year level of children who were satisfied with time spent with their fathers. 

 

According to the children who could be matched to their mothers, children’s satisfaction with 

the time they spent with their mothers was not related to mother’s employment or their after 

school arrangement. Similarly, children’s satisfaction with the time they spend with both 

mothers and fathers was not related to their behaviour scores according to both mother and 

teacher behaviour reports. 

Matched mother and child dyads 

Mothers who could be matched with their children were more satisfied than their children 

with the time they spent together. Sixty-five percent of the mothers who could be matched to 

their children were satisfied with the time they spent with their children. For matched mother 

and child dyads, 36.5% were both satisfied with the time they spent together. For 15.4% of 

the dyads, both mother and the child wanted more time together. The remaining 48.1% were 

mismatched. Children who wanted more time but whose mother was satisfied accounted for 

19.5%, while mothers who wanted more time together but whose children were satisfied 

accounted for the 28.6%. A chi-squared test showed no relationship between mother’s 

satisfaction and children’s satisfaction. 
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Summary of quantitative findings 

A summary of the significant findings according to each of the participants is described 

below.  

Key findings from mothers’ reports 

• children who received parental care had lower behaviour scores than those who 

received non-parental care; 

• children who participated in extra-curricular activities had lower behaviour scores 

than children who did not participate; 

• children who participated in two activities had lower behaviour scores compared to 

those who did not participate in any activity; 

• children who spent between 90 and 180 minutes a week had the lower behaviour 

scores compared to those who did not participate or who spent less than 90 minutes a 

week in these activities; 

• children who received full-time non-parental care after school were less likely to 

participate in extra-curricular activities than those children in full-time or part-time 

parental care; 

• children who received full-time parental care before starting school had the lowest 

behaviour scores;  

• children whose mothers only completed year 10 had higher behaviour scores than 

children whose mothers had completed higher levels of education; 

• more mothers were more satisfied with the time they have with their children if they 

worked part-time or stayed at home than mothers who worked full-time; 

• more mothers were more satisfied if they cared for their child either full-time or part-

time after school than if their children were in full-time non-parental care after school. 

Key findings from classroom-teacher reports  

• children who received exclusive parental care had lower behaviour scores than 

children who attended full-time after-school care or received a combination of 

parental and after-school care. Children who received a combination of parental care 
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and after-school care had lower behaviour scores than children who attended full-time 

after-school; 

• children who returned the survey had lower behaviour scores than those who did not 

return the survey; 

• girls had lower behaviour scores than boys; 

• Year 2 children had the lowest behaviour scores. 

Key findings from matched-teacher reports 

• children who received exclusive parental care had lower behaviour scores than 

children who received non-parental care;  

• full-time parental care was associated with the lowest behaviour scores followed by 

part-time informal care, part-time formal care, extensive other care and extensive 

daycare centre care (the same trends as reported by mothers); 

• girls had lower behaviour scores than boys; 

• there were differences in children’s behaviour scores according to their year level but 

post hoc test could not distinguish between the levels;  

• children who had 4 or more siblings had lower behaviour scores than children who 

had zero, one or two siblings. 

Findings from OSHC coordinator reports 

• Children who attended after-school care on a full-time basis had higher behaviour 

scores than children who only attended part-time; 

• girls had lower behaviour scores than boys; 

• Year 3 students had the lowest behaviour scores.  

Findings from children’s reports 

• more children were satisfied with the time they have together with their mothers and 

than their fathers. 

These results will be discussed in the following chapter. This next section reports the 

qualitative results.  
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Perceptions of behaviour 

Interviews were held with school principals, classroom teachers who completed the SDQ’s,  

OSHC coordinators and a number of OSHC assistants to gain their perceptions of children’s 

behaviour according to their after-school care arrangements. Their responses have been 

grouped by profession. Overall the majority of those interviewed perceived no differences in 

children’s behaviour while those who did perceive differences thought that attending full-

time after-school care negatively influenced children’s behaviour. 

Principals 

Five of the seven principals perceived no differences between children’s behaviour according 

to their after-school care arrangements. Two of these principals commented that the children 

they saw with behaviour problems were approximately divided between those who go home 

after school and those who go to OSHC, “I don’t think I can make any generalisations.... we 

have some students who go to after-school care who are high need and we have others that 

are very well behaved”. The other three of the five principals who did not perceive 

differences suggested that they may not have been aware of children’s care arrangements 

after school, “on the behavioural issues that come to this school office, I don't take a lot of 

notice whether that child is an after-school care child or not.”  

 

Two of these principals admitted they saw few primary students because of the way the 

school administration was structured. Students with behaviour problems would have been 

seen by heads of junior schools. In these cases, principals may not have been the appropriate 

person to ask their perceptions; however, they were responsible for OSHC and as such were 

interviewed to facilitate standardisation of informants.  

 

Of the five principals who perceived no differences, two made other observations about care 

arrangements. One principal thought that early child care experience showed in children’s 

behaviour rather than after-school care, “Children who are institutionalised, that is where I 

see the difference. Kids who come from child care centres and have been in child care centres 

since three months old, that is where we notice the difference.” The other principal thought 
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that perhaps attending OSHC had lessened the behaviours that cause children to be sent to 

her.  

So three out of the five [who see her semi regularly] would 

have been, at some time, in their school history, at after-school 

care. I do also believe that maybe if they didn’t go to after-

school care, I might see more of them. Because I know, like 

there is a lot of social skilling that happens. They teach so 

many social skills and how to get along with a group of people 

and how to share and how to play together. All those things, the 

good skills, they learn at after-school care. So maybe there are 

other factors that are happening - they are not getting attention 

at home, that could be it, rather than the after-school care, 

maybe after-school care has actually lessened the occurrences 

that meet in my office, actually. 

 
As stated previously only two principals perceived differences in children’s behaviour 

according to their after-school care arrangements. One commented, “We notice differences 

between children who go to after-school – yes..... I think a lot of them are crying out for 

Mum’s attention and I think we are a substitute and sometimes we can't give them the 

attention that they need. All they want is to be noticed and they want their parents to notice 

them,” while the other principal said, “I suppose as a general rule you could probably say yes.  

And it is hard to put your finger on. One of the issues though, one of the things that you can 

say is that quite a few of the students who receive counselling here at [School 6] appear in 

after-school care and vacation care.” This principal made mention of behaviour when he was 

initially approached to join the study. He commented that he had never made a connection 

between OSHC and behaviour until he came to this school and he realised that the guidance 

counsellor visited children after school rather than during school hours because many of the 

children she saw were in after-school care.  

 

There was some evidence that principals found it difficult to be objective when revealing 

their perceptions about behaviour and after-school care arrangements. Two principals, of 
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whom one perceived a difference in behaviour while the other did not, made note of their 

own prejudices. One principal responded “I assume you are asking me what I notice, not 

what I think .......my prejudice would be that kid who spent a lot of time in OSHC would have 

a more destructive sense of – wouldn’t have – I don't know how to describe it – it is just a 

prejudice. I think they would have more difficulty; they would have more destruction in their 

lives. We’ll leave that one,” while the other said, ““I suppose I have a theory that the 

behaviour of children who weren’t in the care of their parents and did go to after-school care 

on a regular basis, a very regular basis – my theory was that yeah, their behaviour was worse. 

I’m not sure if I can back that up”.  

 

There was no evidence of gender differences in principals’ responses. The different types of 

responses were equally divided between male and female principals. As stated in Chapter 

Four all seven principals had been in their positions for similar periods of time, therefore 

there were no differences in responses according to principals’ experience. 

Teachers 

While teacher behaviour reports revealed differences in children’s behaviour based on their 

after-school care arrangements, when they were interviewed only half of the teachers (14 out 

of 28) said they perceived any differences between the groups. One of these teachers did 

however say that had she been asked the same question five years ago that her answer would 

have been yes, but she didn’t perceive the difference now.  

 

Like some principals, a number of teachers who said they perceived no differences 

commented how there were equal numbers of children who had behaviour problems who 

went to after-school care and who were in exclusive parental care. When asked if they 

perceive any differences they replied, “I don't think so. I was thinking about this when I was 

doing that [the SDQs], and just thinking that there are kids with behaviour issues who go to 

after-school care and then there are heaps of kids that stay at home too,” and “No, not really 

because some of my naughtiest people are ones that go home to their parents every day”. 
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Another teacher who perceived no differences in behaviour did mention those children who 

go to after-school care not being as organised as those children who do not attend, “a little bit 

less organised with the kids that go to after-school care. They don’t seem to have their things 

ready for school, for what they need.” 

 

Of the 14 teachers who did perceive a difference, only one thought children who attended 

OSHC either full-time or part-time had better behaviour than the children who were in full-

time parental care.  

The only difference that I would probably see is the one that 

goes to full-time after school is probably better behaved than 

the ones that stay home all the time. The ones that are 

combination ones, I don’t really see any difference between any 

of those. But a few of the ones that stay home all the time are 

more of the ratbag sort of kids. Whereas the ones that go in the 

combination ones, aren’t. Now that I’ve looked at that list and 

really noticed who is who, then yes. 

 

The other 13 teachers felt that children’s behaviour was negatively influenced by attending 

OSCH. Six teachers mentioned tiredness in children who attended after-school care full-time. 

These teachers thought that the children’s problem behaviour stemmed from tiredness rather 

than after-school care per se. The following teacher comments illustrate this.  

Yes I think generally the children have a much tougher time 

coping with work skills and concentration and it is just the 

whole work status because they are often tired.  You know, 

they have such a long day. In my class who go full-time, they 

are there until 6 at night. And they could be there at 7 in the 

morning. So they are just so tired and by Friday they are quite 

physically exhausted. So yeah, I think that is one of the biggest 

things is being able to complete all the hard work and be able to 

concentrate, it is just harder for them.  
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The thing I notice about children who go to after-school care 

are the ones who go straight [full-time] that there is a big 

tiredness factor by the end of term. A big tiredness factor. And 

often the children who go to the out of hours school are the 

ones who are problems in class and it is almost as if they 

become even more tired at school, because they are constantly 

here. They are here for so many more hours in a week than a 

normal child. 

 

I notice that the after school kids tend to be a lot tireder than the 

kids that go home. Their behaviour – some of them it doesn’t 

make any difference. Other kids who do get more affected by 

the tiredness are more disorganised, and their behaviour is a lot 

worse than kids who are constantly at home in the afternoon.  

 

I see children that go to after-school care are tired. They have a 

really big day and some of them are distracted and wanting 

more attention, interrupting, seeking attention. 

 

Another teacher who perceived that children who went to after-school care exhibited 

behaviour problems commented, “Generally children who are in after-school care are less in 

tune with other people’s feelings and there usually are behaviour problems in the class. [They 

are] easily distracted.” While one other teacher said that the more time children had 

experienced non-parental care the more negative behaviours she saw. This included early 

child care experience as well.  

My personal experience is that the more care they have been in, 

the more negative behaviours I see. The reasoning for that, I 

sometimes believe that they have been so bound with rules that 

they are more willing to push them, more than anything, when 

you are with your own family, and you step out into different 
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areas, around different people, quite often kids will hold back a 

bit more. But I think kids that are in care – because they are 

with so many different people who are not family – are willing 

to push the boundaries a bit more. 

 

One teacher thought that children who attended after-school care learnt both positive and 

negative behaviours from older children. “Their behaviour is probably more independent 

because they have had to adapt to a bigger group, both before school and after school. If they 

go home they might only have one or two siblings, so they tend to be more social, I find. But 

sometimes they have learnt anti social behaviour as well, to cope. Do you know what I mean 

by that? They have learnt to actually be – maybe a bit more aggressive. So often they are 

social but they have learnt things that they really shouldn’t know about”. Similarly, a teacher 

who perceived no differences said she thought children who attended after-school care were 

more independent. “Well people who go to after-school care I would think, are much more 

independent than the people who are in full-time home care. The people that go to both, are 

probably pretty independent too, I mean I just think you ask them something to do and they 

go and do it. The people that are home care, are more used to having everything done for 

them.”  

 

There were no differences in teachers’ perceptions of behaviour according to their years of 

teaching experience. No observation could be made in relation to teacher’s responses and 

gender based on the inequity of numbers (2 males versus 26 females).  

 

OSHC coordinators 

OSHC coordinators and assistants were asked if they perceived differences in children’s 

behaviour according to whether they attended after-school care on a part-time or full-time 

basis. Of the seven coordinators, three coordinators perceived differences in behaviour, three 

perceived no differences and one coordinator spoke about familiarity with OSHC.  
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Of the three coordinators who perceived behaviour differences, two thought children who 

attended full-time were more likely to challenge authority. “The full-time child will think that 

they have more of an advantage because they have been there all the time and they own the 

centre, where the kids that are casual, don't feel that way so they tend to be better behaved,” 

and “we expect that full-timers are maybe more confident. They tend to be more cheeky. We 

don't have a major behaviour problem so they are just more confident and – yeah, boisterous 

perhaps”. In contrast the other coordinator thought that children who attended full-time had 

better behaviour, “the children who come to full-time know all the rules and regulations, and 

so they have a tendency to be easier to deal with. The children who come part-time seem to 

forget”. 

 

All three coordinators who did not perceive any differences in behaviour spoke about other 

things in their responses. 

To be honest, I don't find I do. Our part-time children, it is like 

a novelty when they are here and our full-time children are very 

comfortable and secure in their environment. So no I don't 

notice any difference. 

 

Sometimes they [part-timers] feel lonely because if they come 

one or two days, they have fewer friends, but I don't think so, 

they just play separately but they don't behave badly. 

 

Not really. I think if there is [problem] behaviour, it is there, 

regardless. I don't know whether – I haven’t had a lot of 

children that don't want to be here, so – so that – if they really 

don't want to be here, then that is where the behaviour would 

come from. But, no. 
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The seventh coordinator commented on children’s familiarity with OSHC and settling in 

rather than their behaviour per se. “When children start coming to after-school care for me, I 

guess it is three or four sessions it takes to get their behaviour – sometimes, into order. So it 

seems to be a lot easier for full- timers, they know the way things work a lot quicker and they 

see the relationships between staff and children and they fit into that. Whereas, when they are 

a new student and they come in one day a week, it tends to take a lot longer, you have got to 

start from scratch each time.” 

  

Like teachers, there were no differences in coordinators responses based on the number of 

years experience they had as coordinator. There were no gender differences in coordinators’ 

responses as they were all females. 

OSHC assistants 

A total of eighteen OSHC assistants were interviewed. Very few assistants commented on 

behaviour in terms of compliance or behaviour problems. Rather they talked about children’s 

familiarity with routine and had a much broader concept of children’s behaviour. As such no 

quantification of responses was carried out.  

 

There was mixed opinions on whether familiarity with OSHC caused children to challenge 

staff or to settle into routine with greater ease. These assistants thought it helped children 

enjoy OSHC.   

The ones that are full-time seem to be much more settled. They 

seem to know exactly what they want out of afterhours care. 

They seem to have their little areas they like to play in. It tends 

to be more of an extended version of their home environment 

and expect them to know exactly where they want to play, who 

they want to play with. They seem more in tune of the routine. 

And they seem to also – especially the older ones know what is 

expected of them. 
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The ones that tend to come full-time, they have been coming 

here from a young age, and they are used to it. The ones that 

come part-time, might not be able to work into the situation 

easier. Whereas the other ones, it is just more part of their life 

and they are used to it. I think that is the difference.  

 

Not really, apart from the familiarity that they have with the 

routine. You know, the full-time kids obviously know the 

routine a lot better. But apart from that, no, I don't see any other 

problems. 

 

In contrast, the following assistants felt that children’s familiarity with OSHC made them 

comfortable enough to challenge directives and rules. 

 

I think the kids that come full-time are probably better more 

behaved here because they are here every day. So I think they 

probably challenge us, but at the same time, they feel like this 

is their home as well. So they feel like they can do that. We 

have relationships too, when you see them every day. They 

tend to be more at home. 

The ones that come full-time, they seem to be, not – I wouldn’t 

say aggressive, they know what buttons to push and what they 

want to do. The ones that only come part-time, they are very 

like quiet in their play, until they are actually more used to the 

system.  

 

Yeah probably, a little bit. I guess the full-time ones, you see 

them, sort of like a routine thing for them. They just know the 

way I suppose and go with it. Part-time kids sort of, you got to 

do the rules every time you see them. I guess the full-time ones, 
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it is like a routine for them..... yeah I guess they sort of – oh 

how do you put it – try and get away with things more than the 

others I guess. 

 
As mentioned at the beginning of the section many OSHC assistants put their own meaning 

of behaviour into their responses. 

 
The kids that we have full-time, probably it is easier for them to 

get bored because even, though we try and mix up routines, 

there is only a limited amount of what you can change each 

day. So full-timers, they know everything so they get over 

stuff.  

 

There is a difference between part-time and full-time kids. I see 

that full-time kids are probably harder to get them involved and 

get them participating because they have already done it so 

many times, but part-time kids, they come only so often so they 

haven’t um, engaged in that many activities already. So they 

get much more involved, I think.  

 

Over the years I’ve noticed that part-time students usually 

enjoy it more than the full-time. Because for them, it is often 

quite a social outing to come a couple of days or one day a 

week, where the full-time ones, it is a chore, they come here 

every day. 

 

Two assistants made other comments that were comparable to those made by teachers as they 

used a narrower concept of behaviour. The assistant who perceived differences commented, 

“Probably the kids that do come part-time do have a little bit more better behaviour because 

they do get probably more consistent with the discipline at home as well as after-school care. 

Whereas the kids that are full-time get the discipline from us but we can't discern on a level 
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that the parents might do which – and in them it is less consistent because they are not at 

home enough and the parents are tired usually, they just kind of get away with a lot more, 

which means they think they can get away with it at after-school care as well.” In contrast, 

the other assistant responded, “They are both pretty much the same. Like, you have good 

ones and bad ones in both full-time and part-time kids, no real difference in whether they 

attend full-time or part-time.” 

 

While there were significantly more female assistants than male assistants (13 females versus 

5 males) the male responses were divided equally amongst the different types of responses. 

No interpretation could be made about assistants’ responses in relation to their years of 

experience. While information about assistants’ years of experience was supplied by 

coordinators no names were given and as such could not be matched to those interviewed.  

Summary of qualitative results  

Overall the qualitative data revealed that while there were principals, teachers, coordinators 

and assistants who did perceive differences in children’s behaviour according to their after-

school care arrangements, the majority of those interviewed did not. Of those people who 

perceived differences nearly all thought that full-time attendance in OSHC negatively 

affected children’s behaviour. A discussion of these results is carried out in the next chapter. 

Chapter summary  

This chapter reported the findings related to children’s behaviour and mothers and children’s 

satisfaction with their time together. Both care arrangements and participation in extra-

curricular activities affected children’s behaviour scores. Children who received parental care 

and participated in extra-curricular activities had lower behaviour scores than children who 

received non-parental care and/or did not participate in extra-curricular activities. Early child 

care experience, gender, year level and family characteristics also influenced children’s 

behaviour scores. Employment status and child care arrangements affected mother’s 

satisfaction but not children’s satisfaction with the time they had together. Qualitative 

findings revealed that most principals, teachers and OSHC staff did not perceive differences 
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in children’s behaviour according to their after-school care arrangement. The next chapter 

will discuss these results and how they relate to other research findings.  

  



 

 

230 

 

Chapter 7  
Discussion  

This chapter discusses the results pertaining to children’s care arrangements and participation 

in extra-curricular activities and mothers and children’s satisfaction with time together. 

Possible reasons for these findings are presented, and the results are compared to other 

research study findings. The first section considers the relationship between children’s 

behaviour and after-school care arrangements, including teacher, principal and OSHC 

coordinator perceptions of children’s behaviour. The relationships between children’s 

behaviour and participation in extra-curricular activities, early child care experiences and 

child and family characteristics are then discussed. The last section examines children’s and 

mothers’ satisfaction with their time together. Conclusions from this chapter and directions 

for future research are discussed in the final chapter together with the findings and 

recommendations of the OSHC models. 

 

It must be emphasised that the arguments used in this chapter to explain findings pertain to 

this sample only. That is to say that the findings and ideas put forward cannot be generalised 

to other samples of children. Furthermore, many propositions refer to mothers caring for their 

children. The use of maternal care was based on mothers returning the surveys and mothers 

traditionally taking on larger parenting responsibilities and roles. However, these suggestions 

may also apply to fathers as well. 

After-school care arrangements  

According to reports by parents, teachers and OSHC coordinators, children in full-time non-

parental care had higher behaviour scores than children who received parental care or a 

combination of parental care and after-school care. Using the Strengths and Difficulties 

Questionnaire (SDQ) higher behaviour scores indicate more behaviour problems. Classroom 

teachers rated children who attended full-time after-school care as having the highest 

behaviour scores as compared to those receiving exclusive parental care or a combination of 

parental care and after-school care. There were also significant differences in behaviour 

scores between the children who received exclusive parental care and those who received a 
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combination of parental care and after-school care with the former having lower scores.  Due 

to the small numbers of children in non-parental care who returned the parent survey only 

two categories were used to compare after-school care arrangements: parental care and non-

parental care. Mothers and matched classroom teachers both rated children receiving non-

parental care as having higher behaviour scores as compared to children in parental care. 

Similarly OSHC coordinators rated children who attended full-time after-school care as 

having higher behaviour scores compared to those children who attended after-school care on 

a part-time basis. The following analysis is based only on classroom teacher reports as the 

sample size was large and there were three groups available for comparison. 

 

After-school care is a very worthwhile and essential service to parents. However, the findings 

from this research suggest that full-time after-school care may not be the best care 

arrangement for young school aged children from middle to high SES backgrounds. Children 

who attended after-school care had higher behaviour scores than children who did not attend. 

This result supports other research findings where children’s behaviour was adversely 

affected by attending after-school programs (James-Burdumy, et al., 2005; Massachusetts 

2020 and Boston Public Schools, 2004; Vandell & Corasaniti, 1988). The findings from this 

study also support the idea that children from middle and high SES families benefit less from 

attending programs (Mahoney, Lord, et al., 2005; Vandell & Shumow, 1999). 

 

When teacher behaviour scores were recoded into normal, borderline and abnormal behaviour 

scores, full-time parental care accounted for the greatest number of children with normal 

behaviour scores, followed by a combination of care and then full-time after-school care. 

When behaviour scores and care type were compared, gender differences were found. For 

girls parental care is associated with normal behaviour scores as measured by the SDQ. 

Parental care however, does not have to be full-time. The number of girls with normal 

behaviour scores was virtually identical in both full-time and part-time parental care. While 

the boy’s results were only approaching significance there is some evidence that care 

adversely affects boys more than girls. Nearly 80% of boys in full-time parental care had 

normal behaviour scores compared to only 63% of those in full-time after-school care and 

66% in combination care. These results suggest that care, regardless of whether it is full- or 
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part-time, may be associated with problem behaviour for boys. The results also support other 

research claims that boys are more sensitive to non-parental care than girls (Bornstein, et al., 

2006). It must be pointed out that despite children attending full-time after-school care having 

higher behaviour scores, the behaviour scores of the majority of children still falls within the 

normal range. 

 

There are many plausible reasons why full-time after-school care is associated with higher 

levels of problem behaviour. Responses from OSHC coordinators during interviews and 

conversations revealed that they cared for the children’s welfare and wanted to provide 

quality programs that promoted children’s development in a safe and happy environment. 

However, despite coordinators’ best efforts, it is a long day for many children in OSHC after 

already having attended six hours of school. For those children who also attend before-school 

care the day is even longer. As identified by teachers and in the literature (James-Burdumy et. 

al, 2006) fatigue may be the cause of behaviour problems. Furthermore, some children may 

find being part of a large multi-aged group stressful. Most OSHC centres are licensed for 50 

or more students in the afternoons, with the larger centres catering for 70 to 100 children. The 

high child-adult ratio means coordinators and assistants are less able to give individual 

attention to the children as suggested by Bornstein, et al. (2006). While children can choose 

quiet activities they are never really alone. The children are constantly required to wait their 

turn, share resources and follow rules and routines. In this way, they are forced to be social, 

regardless of whether they want to be or not. It is difficult for children to have any real quiet 

and relaxed time or downtime which they may require after a day of school.  

 

Additionally, there is little staff continuity in OSHC. Unless the children attend a very small 

service where only one or two staff members are employed children encounter many different 

carers. Due to the nature of OSHC, staff members are only casually employed and very few 

work every day other than the coordinator and assistant coordinator. As such, it is difficult for 

children to build relationships with the staff. As proposed by Bronfenbrenner (1979) children 

are also less likely to take notice or be influenced by words or actions of people who they see 

irregularly. Also, in group situations, children observe and learn behaviours from other 

children (James-Burdumy et al., 2006). These behaviours can be both positive and negative. 
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This can be a problem for young children, who learn age-inappropriate behaviour from older 

children. While all of these issues mentioned above may pose no problems for children who 

only attend OSHC a couple of afternoons a week, they may become more pressing when the 

child attends everyday over long periods of time.  

 

These arguments extend those proposed by James-Burdumy and colleagues (2006) as to why 

children who attend after-school programs display more behaviour problems (i.e. fatigue and 

negative influence of peers). Their idea that children misbehave more because after-school 

programs tolerate behaviour which is not accepted at school did not emerge as a theme in the 

data. While this may be true, OSHC coordinators also reported worse behaviour from 

children who attended full-time compared to those who attended only part-time. 

 

Full-time attendance at after-school care may also affect children’s relationship with their 

parents. Often children are picked up late, and both parents and children are likely to be tired 

from their respective days. Communication may be weakened as young children may have 

forgotten what happened at school and parents may be thinking about the evening routine still 

to be performed. By the time children are bathed and fed, parents have cooked and cleaned up 

dinner, as well as any other household chores, there is likely to be little time or energy for 

engaged parent-child interactions. 

 

It is also possible that children who attend after-school care may have had different behaviour 

to begin with. As suggested by Vandell and Corasaniti (1988), parents of children who have 

behaviour problems or the tendency to develop behaviour problems may purposely choose to 

send their children to after-school care knowing their child will be properly supervised and 

have activities available to them. Parents may feel more comfortable asking friends or 

neighbours to mind their child after school or allowing them to come home alone than others 

if they are sensible and responsible. This may not be an option for other children whose 

behaviour is exuberant or unruly. Depending on the child’s behaviour parents may be able to 

take some children back to their workplace where they can quietly amuse themselves until 

finishing time.  



 

 

234 

 

It is also possible that school-aged children’s behaviour is more related to early child care 

experiences rather than after-school care experiences. According to Bronfenbrenner (1989) 

previous developmental outcomes influence future outcomes. There was little evidence in this 

study that children who received extensive early child care attended full-time after-school 

care or received other non-parental care. However, the influence of early care experiences 

onlater behaviour cannot be ruled out.  

 

There are also many possible explanations as to why full-time parental care seems to best 

promote normal behaviour scores. Like most phenomena, it is probably a combination of 

factors rather than any one in particular that brings about adaptive or normal behaviour 

scores. Full-time parental care after school allows time for parent-child interactions to occur. 

During the hours after school, parents and children can spend time together, whether playing 

games, eating afternoon tea, or talking. Even if these activities do not always occur, there is at 

least the opportunity for them to happen. In terms of communication, exclusive parental care 

provides more opportunities for conversation. When parents collect children from school, or 

see them immediately as they arrive home from school, they can talk about their respective 

days. The time delay from school to when children see their parents, if in non-parental care, 

may mean there is less chance for young children to remember their day and comment on it. 

It seems reasonable to assume that the more time parents and children spend together the 

stronger the relationship will be between them. According to Bronfenbrenner (1979), it is 

these very activities with a parent or guardian that lead to child development. 

 

Furthermore, parental care affords children more opportunities for down time. The home 

environment allows children to separate themselves from others if they seek some solitary 

time after a day at school. At home parents can use their discretion to change planned 

activities, homework time or snack times depending on the children’s mood or energy levels. 

Moreover, at home children only have to compete with siblings for undivided adult attention. 

This is important after a day at school competing with other classmates for attention. 

 

Children in full-time parental care also have more opportunity to participate in extra-

curricular activities, as parents are available to transport them to different places. This is 
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particularly true of this sample where parents have the economic means to offer their children 

such experiences. Children in exclusive parental care also have greater opportunities to play 

with friends. They are able to invite friends over to their house, go to someone else’s house or 

else meet at a different venue such as a park or playground. 

 

It is worth noting that the majority of classroom teacher reports came from the three Catholic 

schools. As discussed previously, the quality of care at the OSHC in these schools was 

extremely high. Yet, despite the high quality of care, children’s behaviour scores were 

negatively influenced by after-school attendance. This finding suggests that quality of care 

does not affect children’s behaviour scores in school-aged care. This is in direct contrast with 

early childcare researcher that shows high quality care is associated with positive outcomes 

for children (e.g. Love, et al., 2003; NICHD Early Child Care Research Network, 1998, 2000, 

2001; Sims, et al., 2005). There is no reason to think that children’s behaviour is different 

between Catholic schools and state and independent schools, given that the sample of 

children came from similar SES neighbourhoods meaning they have comparable family 

backgrounds and experiences and opportunities that can affect behaviour. Furthermore, all 

schools have identified behaviour and behaviour management as an area requiring attention 

(MACER, 2005).  

 

Correlations between reports of teachers and parents and those of teachers and coordinators 

support other research findings (Achenbach, McConaughy & Howell, 1987, Grietens, et al., 

2004). There was a medium correlation between teachers’ and parents’ reports. As discussed 

in the literature review, parents and teachers see children in different contexts and have 

different relationships with children resulting in the two giving different behaviour scores. 

There was a stronger correlation between teachers’ and OSHC coordinators’ reports, although 

it was still only moderate. Again this relationship was expected as both teachers and 

coordinators see children in large groups when the children must conform to group rules. 

What was surprising is that mothers rated their children’s behaviour lower (i.e. better) than 

the Australian norms and lower than the teachers. This may be due to sample biases where 

children who returned the surveys were rated as having significantly lower behaviour scores 

than those who did not return the survey.  
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Perceptions of behaviour based on after-school care arrangements  

While teachers and coordinators reported behaviour differences among children according to 

their after-school care arrangements using the SDQ, the majority of principals, teachers, 

coordinators and assistants said they did not perceive differences in children’s behaviour 

according to their care arrangements during interviews. Those that did perceive differences, 

however, predominantly believed that children’s behaviour was more problematic if they 

attended after-school care on a full-time basis.  

 

Many teachers commented that children were tired after attending school and after-school 

care. Some children were less able to cope with the long days, which in turn, influenced their 

behaviour. Teachers thought that tiredness affected children’s behaviour rather than after-

school care per se. While some may argue that school and after-school are no longer than the 

hours of long day care, school may be more taxing on young children with a new set of 

experiences and expectations and no rest time. These findings give further support to the idea 

that full-time after-school care may not be the best care arrangement for young children from 

middle to high SES families. A solution to this may be more flexible working arrangements. 

For example parents may be able to take work home so that they are available for their 

children in the afternoon. In two-parent families, parents may start and finish work at 

different times allowing one parent to be with the children after school.  

 

The interview transcripts revealed that some OSHC staff members had a slightly different 

perception of what behaviour meant compared to teachers and principals. Teachers and 

principals understood the term to relate to behaviour problems and compliance, while many 

OSHC staff had a much broader concept, which included social skills, confidence and 

familiarity with routines. Differences in coordinators and assistants’ perceptions as compared 

to those held by teachers and principals are most likely due to the different contexts where 

they observe children and the different expectations of the children in those environments. In 

school, children are expected to behave in ways that promote their own and others’ learning. 

Children must complete activities as directed by the teacher. This is in contrast to OSHC, 

where the focus is on recreational pursuits and children can make their own choices about 



 

 

237 

 

what they would like to do. There are no expectations of children beyond enjoying 

themselves in a safe environment and treating others and property with respect. 

 

From comments and insinuations made during informal interviews at the schools it was 

apparent that many principals, teachers, teacher aides and school administration staff thought 

that children should go home to their parents in the afternoons. There was also a feeling of 

pity for those children who had to attend before- or after-school care. It seems reasonable to 

think that the views of school staff may be coloured by their own experiences. To a large 

extent, working school hours means that teachers, aides and administration staff can care for 

their own children after school and during the holidays. Female principals most likely would 

have been teachers when they had young children and so they too would have been in a 

position to care for their children. Had the interviews been held with other professionals, such 

as accountants or solicitors, this feeling may not have been present, as their working 

conditions would not generally accommodate caring for their children in the same way.  

 

While the perceptions of school and OSHC staff are valid and allow valuable insights into 

children’s behaviour due to their positions and experience interacting with large numbers of 

children, the SDQ is probably a more objective assessment of children’s behaviour. The two 

comments by principals naming their own prejudices illustrate how people’s own beliefs 

about care arrangements may colour perceptions and objectivity. As mentioned in the 

literature review, behaviour is subjective. What one teacher will accept or tolerate, another 

teacher will not. Behaviour reports require teachers to think of specific behaviours rather than 

their own constructs of behaviour. Similarly, when teachers complete the SDQ they are 

required to reflect on the behaviour of one particular child at a time. In interviews however, 

when teachers or coordinators are asked to think about children’s behaviour, they may think 

of the class as a whole or groups of children, or a particular child whose behaviour is 

noticeable. Examples of this type of response were evident in some teachers’ comments who 

said, ‘the child I’m thinking of’ or ‘my naughtiest child goes home.’ Consequently, the SDQ 

is a much better measure of behaviour than people’s perceptions. 

 



 

 

238 

 

While the majority of principals, teachers, coordinators and assistants did not perceive 

differences in children’s behaviour, there was evidence from the interviews that after-school 

care arrangements negatively affect some children’s behaviour. 

Extra-curricular activities 

According to mothers’ reports, children who participated in extra-curricular activities had 

lower behaviour scores than those who did not participate. While most studies have focused 

on adolescents, this study shows even for children as young as five years old ,participating 

regularly in extra-curricular activities promotes better behaviour scores, as measured by the 

SDQ. This finding lends support to Larson and Varma (1999) who proposed that extra-

curricular activities provide learning environments that afford children exposure to different 

people and experiences enhancing development.  

 

The results showed that the amount of time children spent in extra-curricular activities was 

associated with their behaviour scores. As mentioned in the results section when the time 

categories used by Petit et al. (1997) were applied (0 - 60 minutes, 60 - 180 minutes and more 

than 180 minutes), no differences were found. However, differences in children’s behaviour 

scores were found when the categories were changed to 0 - 89 minutes, 90 - 180 minutes and 

more than 180 minutes. Post hoc analysis showed there were significant differences in 

children’s behaviour scores between children who participated in extra-curricular activities 

for 90 - 180 minutes and children who did not participate at all or who spent up to 90 minutes 

in activities. There was no difference between non participation and spending up to 90 

minutes in extra-curricular activities. Therefore, less than ninety minutes participation was 

not enough for the benefits associated with participation to have any effect on children’s 

behaviour scores in this sample. At the other end of the spectrum, those children who spent 

more than 180 minutes had higher mean ranks than children who participated between 90 and 

180 minutes, although they were lower than non participation and up to 90 minutes of 

participation. This relationship however, did not reach significance in post hoc tests. More 

than three hours involvement probably starts to impinge on children’s time for other 

relaxation or leisure activities. These results suggest that participation in extra-curricular 

activities for a moderate duration of time, in this case between 90 and 180 minutes, best 
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promotes young children’s behaviour. This amount of time allows children to benefit from 

learning new skills in different environments but still leaves enough time for playing and 

relaxing.  

 

The above findings were consistent with other research that shows the relationship between 

time spent in extra-curricular activities and positive child and youth development is non-

linear (Cooper, et al., 1999; Marsh, 1992; Marsh & Kleitman, 2002; Pettit, et al., 1997). 

According to the ranks, a U shape was found. Children’s behaviour scores peaked with no 

participation then decreased if they spent up to 90 minutes. The lowest behaviour scores were 

associated with spending between 90 and 180 minutes. Behaviour scores then climbed again 

with more than 180 minutes participation.  

 

Similarly, the number of activities children participated in was significantly related to 

behaviour scores. Children who participated in two activities had the lowest behaviour scores. 

Post hoc tests revealed significant differences between children who participated in two 

activities and children who did not participate in any activities. This finding supports other 

research that posits that a combination of extra-curricular activities affords the best outcomes 

for children and youth (Bartko & Eccles, 2003; Fredricks & Eccles, 2006b; Mahoney, Lord, 

et al., 2005; Morris & Kalil, 2006; Shanahan & Flaherty, 2001). Two activities give children 

greater exposure to different learning contexts and experiences, and new peers and adults.   

 

The differences in children’s behaviour scores may of course be related to selection effects 

rather than their participation in extra-curricular activities. There is no way to see whether 

children were different before their involvement in extra-curricular activities. Similarly, 

parent selection effects cannot be denied; at this young age, parents do affect children’s 

participation by either choosing or limiting their activities. Children’s participation also 

reflects parents’ involvement or dedication in transporting and accompanying them to 

activities, as proposed by Morris and Kalil (2006). It seems unlikely, however, that the results 

can all be attributed to self and parent selection effects as the sample of mothers appeared 

similarly interested in their children and parenting by completing and returning the survey. 
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Furthermore, the majority of children in the sample did participate in activities, reflecting 

parents’ dedication in providing their children with extra-curricular opportunities. 

 

The fact that these relationships were not found with teacher reports may be due to the 

sample size. There were only 336 children who could be matched to a teacher behaviour 

report, compared to the 893 parent behaviour reports. There may not have been enough 

children within the various groups to find differences. This seems likely given that the 

majority of children did participate in extra-curricular activities.   

 

The results also showed that children who were in full-time non-parental care were less likely 

to participate in extra-curricular activities than children in full-time or part-time parental care. 

This finding was not surprising given that the government has introduced initiatives such as 

Active communities to encourage children to participate in activities and make links with 

local clubs and organisations, based on the fact that children in after-school care are 

traditionally less likely to participate in extra-curricular activities (Australian Sports 

Commission (n.d).  

 

While it may appear that the obvious answer is to introduce extra-curricular activities to after-

school care, there are characteristics of both extra-curricular activities and after-school care 

that make them incompatible. One of the salient features of extra-curricular activities is that 

often the children and coach stay with the activity for the duration of the year or season. This 

is especially true of team sports and scouts and guides. As a result, relationships are able to 

be formed between children and activity leaders and between the children. In contrast, most 

OSHC services are large with many different staff members who do not work every day. 

Similarly, the children attending after-school care change every day as well. It is much more 

difficult to create and maintain these relationships. While Active communities programs give 

children an introduction to different sports they usually only last a term. This short amount of 

time limits the development of children’s skills and relationships. 
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Despite the small effect sizes that were found between children’s participation in extra-

curricular activities and their behaviour scores, children should be encouraged to participate 

in these activities that promote development. Parents too, should be encouraged to allow their 

children to participate as it is they who need to organise and arrange transportation and 

accompaniment to the activities and pay the associated fees.  

Child and family characteristics  

Gender  

Both teachers and OSHC coordinators noted gender differences in children’s scores, while 

mothers did not. That teachers and coordinators noted gender differences correspond with 

considerable evidence that suggests that boys display more problem behaviours than girls 

(Beaman, et al., 2007; NSW Bureau of Crime Statistics and Research, 2005; Ofsted, 2005).  

These gender findings echo results by Keiley et al. (2000) and Miner and Clark-Stewart 

(2008) where teachers rated boys as having more problem behaviours than girls, while 

mothers did not. 

Year level 

Teachers, mothers and coordinators all reported year level differences in children’s behaviour 

scores. While the patterns in behaviour scores across the four year levels varied slightly, 

teachers, mothers and coordinators reported children in Year 1 as having higher behaviour 

scores than children in other year levels. That children display the highest behaviour scores in 

Year 1 is most likely due to changes in teaching methods and expectations of children from 

Prep to Year 1. In Queensland, the Prep curriculum advocates play- and inquiry-based 

learning. This focus continues children’s play-based experiences that they encountered in 

kindergarten and child care. In Year 1 however, children are expected to learn in more 

traditional ways, including formal instruction or whole class teaching. It seems plausible that 

many children struggle with this change, resulting in a decline in their behaviour. For most 

children, this lapse in behaviour is not permanent as both mothers and teachers reported Year 

2 children as having the lowest behaviour scores. That teachers reported a difference between 

children’s behaviour scores in Year 2 and Year 3, with Year 3 children having the highest 
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behaviour scores supports research that problem behaviour occurs most with boys between 

the ages of 8 to 9 (Ofsted, 2005).  

 Family size 

According to matched-teacher reports, children in families with more than four children had 

lower behaviour scores than children who had no siblings, one sibling or two siblings. This 

finding was somewhat surprising given the view that the greater the number of siblings in a 

family, the less attention can be given to each individual child (Coleman, 1988). It is 

possible, however, that teachers perceived children from large families as having fewer 

behaviour problems because these children may have been more compliant than others as 

they have had some experience in fitting in with groups of children and receiving less adult 

attention. Mothers did not report any differences between children’s behaviour scores based 

on family size.   

Maternal education 

Mothers reported differences in children’s behaviour scores according to maternal education 

levels, with higher levels of mother’s education associated with lower children’s behaviour 

scores. The post hoc analyses showed that children whose mother only completed Year 10 

had higher behaviour scores than children whose mothers completed Year 12 or higher levels 

of education. Similarly children whose mothers had completed Year 12 had higher behaviour 

scores than children who had completed a post graduate degree. These findings were not 

surprising given that higher levels of education predict higher quality of parenting (DeGarmo, 

et al., 1999) and that parental educational level is an important predictor of children’s 

educational and behavioural outcomes (Dubow, et al., 2009). Maternal education is 

considered particularly important as it is often used as a single indicator of SES (Bollen, et 

al., 2001).  

Parenting styles 

Rotated factor analysis of the Raising Children Checklist showed that authoritative parenting 

was associated with lower behaviour scores. Despite the three factors (harsh, permissive and 

responsive/authoritative parenting) accounted for only 27% of the variance, the finding 

supports other research that links authoritative parenting with favourable outcomes for 
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children (Crouter & Head, 2002; Hetherington, et al., 2006; Slicker, 1998; Vazsonyi, et al., 

2003). 

Non findings  

No differences in children’s behaviour scores were found according to family status despite 

the literature suggesting otherwise. This non finding is most likely due to the sample 

characteristics. The large majority of children 85.3% (n=769) were in two-parent families 

with only 8.8% (n=79) in single-parent families and 5.8% (n=55) with shared custody, 

blended families or other family arrangements. The sample sizes of single parent families and 

other family types are most likely too small for differences to be found.  

 

There were no differences in children’s behaviour scores according to either the position of 

the child in the family or mother’s employment status. These two results were not surprising 

given little existing evidence that these variables affect children’s development or behaviour.  

Previous early child care experiences 

The findings related to early child care experiences and children’s behaviour were similar to 

those related to after-school care arrangements. According to parent, classroom teacher and 

matched teacher reports, full-time parental care was associated with the lowest behaviour 

scores while extensive centre care was associated with the highest behaviour scores.  

 

Post hoc tests revealed that according to mothers’ reports, children who received extensive 

centre care had higher behaviour scores than children who received part-time informal care, 

part-time formal care and exclusive parental care. There were also differences in children’s 

behaviour scores between those who had been in exclusive parental care compared to part-

time formal care. As most children who received part-time formal care attended a child care 

centre, these results support other research findings where centre-based care and large-group 

settings are associated with more problem behaviour (Bates, et al., 1994; Belsky, 2000; 

Bornstein, et al., 2006; Haskins, 1985; Hoffman & Youngblade, 1999; NICHD Early Child 

Care Research Network, 2007; NICHD National Institute of Health, 2006; Vandell & 
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Corasaniti, 1990). There were also differences between the five care types within the normal 

range of behaviour scores. Extensive centre care was associated with the lowest percentage of 

normal behaviour scores. However, the majority of children who received extensive centre 

care (69.5%) still scored within the normal behaviour scores range.  

 

Based on matched teacher reports, post hoc tests only showed significant differences between 

children’s behaviour scores who had received extensive centre care and those who had 

received exclusive parental care. This finding also mirrors other research described above. 

That other results were not found is probably due to the small sample sizes within each 

group.  

 

The possible reasons to explain why centre care appears to be detrimental to children’s 

behaviour are similar to those used to explain differences in behaviour scores according to 

care arrangements after school. Both OSHC and day care centres involve large group child 

care. While child care centres have relatively low child to adult ratios, it is difficult for carers 

to engage in sustained one-on-one interaction with each child. If a child requires attention, 

carers may not be able to provide it immediately if they are busy in any number of activities 

such as toileting or consoling other children, setting up or packing away activities. Further, 

children may see many different carers during the day as a result of the different working 

shifts and break covers. For example the group leader may open the centre and have the early 

morning shift, while the group assistant closes the centre and does the late shift. Often, 

different groups of children are combined in the morning and late afternoon when there are 

not as many children and the director or casual staff member may cover lunch breaks. All 

these changes mean that numerous staff members are caring for the children during the day. 

In addition, high turnover of staff in the child care industry, as reported Community Services 

Minister Advisory Council (2006), may mean children experience numerous group leaders 

and assistants over time. 
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Exposure to different caregivers may result in children experiencing inconsistency in 

behaviour expectation and management. In addition, if carers are busy attending to something 

else, some children’s behaviour may not be noticed and dealt with appropriately. As stated 

previously, children learn both positive and negative behaviours from others in group 

situations. It also seems reasonable to assume that some of the child care centres attended by 

children in this sample, did not provide high quality care. Research has shown that low and 

satisfactory quality child care is stressful for children (Sims, et al., 2005) and is associated 

with negative developmental outcomes (Clarke-Stewart & Allhusen, 2005). As mentioned in 

the section on after-school care, children in centre care are forced to be social and share 

adults’ attention with other children. It can be difficult to cater to a child’s individual needs in 

a large group of children where routines are well established to make the day run more 

smoothly.  

 

There are also several reasons why full-time parental care promotes normal or positive 

behaviour. While non-employed mothers may not spend much more engaged time with their 

children at home compared to employed mothers, they can respond immediately when the 

child requires their attention. At home, parents can plan and change the day’s activities 

according to the child’s needs. Perhaps most importantly, children feel secure in their own 

homes and with their own parents, which is probably why children’s cortisol levels are lower 

when they are at home. 

 

In terms of the how the ranks were ordered, it is no surprise that children who received part-

time informal care had lower behaviour scores than those who received part-time formal, 

extensive other and extensive centre care. Informal care is given in a home environment with 

few other children. Often the carer is a relative or friend who has a personal interest in the 

child. As argued in the above section on parental care, informal care can cater for children’s 

individual needs due to the small number of children being cared for and the unstructured 

daily routine. In the case of relative care, especially grandparent care, there can be an extra 

element of love involved in the relationship with the relationship continuing over time. 

Hence, shared activities can become progressively more complex promoting children’s 

development as suggested by Bronfenbrenner (1979). That extensive other care was 
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associated with better behaviour than extensive centre care is most likely due to the fact that 

extensive other care is with few children in a home environment and therefore children’s 

needs are more easily met.  

 

In line with findings for after-school care arrangements, exclusive parental care during early 

childhood was associated with the lowest behaviour scores, while extensive centre-care 

experience was associated with highest levels of problem behaviour. These findings suggest 

that extensive non-parental care in large group care settings is not beneficial for children’s 

behaviour. These arguments are not to criticise or condemn childcare centres but rather to 

alert parents and governments that other alternates to extensive non-parental care may be 

advantageous for promoting positive children’s behaviour.  

Stability of care arrangements from early childhood to after school 

The results comparing the stability of care arrangements from early childhood to after school 

were very surprising. Before entering school the majority of children received some form of 

non-parental care, however, during the first four years of school the majority of children 

received exclusive parental care. The number of children receiving extensive and part-time 

non-parental care halved from early childhood care arrangements to after-school care 

arrangements. Conversely, the number of children receiving exclusive parental care tripled 

from early childhood to after school. This finding was not expected as it seems reasonable to 

expect that children who received extensive early child care would continue to receive 

extensive non-parental care after school. While this trend must have applied to some children, 

the vast majority of children experienced a change in care arrangements with the advent of 

entering school. Two reasons may explain this change. One, mothers may have borne other 

younger children making it harder for them to work away from home, and two, mothers may 

be able to work around school hours allowing them to care for their children after school. In 

two-parent families, parents may be able to schedule their working hours so that one parent is 

always available in the afternoon hours. In this sample half of the children’s mothers worked 

part-time. School hours provide time for mothers to work when children are not in their care. 

In contrast, when children are young and require full-time care, and mothers must work, most 

families require some form of non-parental care to help care for children. While fathers may 
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be able to finish work early some week days to care for children while mothers work, most 

fathers are unable to parent for entire days or long periods during the day when children are 

young. 

Participation in Early Education 

There were no findings relating to children’s attendance in early education programs and 

their behaviour scores. However, it seems likely that participation in early education may 

have an impact on academic achievement or other variables that were not measured in this 

study.  

Satisfaction with time together  

Results from this study revealed four main findings; 1) children wanted more time with their 

fathers compared to their mothers, 2) employment status and children’s care arrangements 

influenced mothers’ satisfaction with the time they spent with their children but these factors 

did not influence children’s satisfaction, 3) only half of the mother-child dyads were in 

concordance in their satisfaction levels, and 4) more mothers than children were satisfied 

with the time they had together.  

 

That children were more satisfied with time they spent with mothers than fathers supports 

Galinsky’s (1999) finding that children wanted more time with fathers. This finding is not 

surprising given that traditionally men have been the main income earners and spend more 

time away from the home at work. In general, mothers remain children’s primary carers and 

therefore spend more time with their children. According to children fathers need to be more 

‘involved’.   

   

In this study more mothers were satisfied with the time spent with their children if they 

worked part-time or not at all. The finding that mothers’ employment status made a 

difference to level of satisfaction is in line with Milkie et. al (2004) finding that the more 

parents worked the more likely parents were to feel a time strain with their children. 
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However, this contrasts with FaHCSIA (2006) which found a lack of association between 

with time worked and satisfaction with time together.  

 

Similarly, more mothers were satisfied with the time they spent with their children if they 

cared for them for part or all of the time after school. While employment status and children’s 

care arrangements influenced mothers’ satisfaction, it did not affect children’s satisfaction. 

Perhaps employed mothers wished for more time because meeting employment and family 

demands made them feel rushed whereas children only focused on the time they do had 

together. While mothers may dislike and wish for other working and care circumstances, 

children may accept their mother’s employment and their own child care arrangements as 

given. As Galinsky’s (1999) study suggests, children are more interested in the quality of 

time spent together rather than the quantity.  

 

Within the two samples, 63% of mothers and 52% of children were satisfied with the time 

they had together. The finding that mothers were more satisfied than were children may be 

because mothers are aware of all their responsibilities and time restraints and are therefore 

more realistic about the time they can allocate to their children. Children may want more time 

based on several possible reasons. Children within this age group are still self-focused or ego-

centric and therefore focus on their own wants and needs rather than looking at other factors. 

Children’s parents are still the most important figures in their lives and therefore they want 

more time with them. Finally, some children may be happy with the time they have together 

but may always want more.  

   

While many mothers and children wanted more time together, there are greater numbers of 

mothers and children who were satisfied with the time they have. This suggests that despite 

greater numbers of mothers working outside the home and greater numbers of children in 

care, mothers were still spending time with their children. How they are achieving this was 

beyond the scope of this research, but Craig (2007) and Bianchi (2000) have reported that 

mothers spend time in child care activities early in the mornings and in the evenings, as well 

as sacrificing leisure time, sleep and housework.   
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While half of the matched mother and child dyads were in agreement, the other half were not. 

This supports findings from the FaHCSIA (2006) study where they reported disparity 

between parents and children’s responses.   

 

It is possible that children’s responses may have been influenced by other factors. The type of 

morning they had at home or how they spent the last weekend may have affected their 

feelings. These experiences could swing children’s responses in either direction. From the 

children’s pictures it appears that many children had definite ideas about the time they had 

with their parents (e.g. some children wrote they wanted more time in their pictures).  

Chapter summary 

This chapter discussed the findings related to how after-school care arrangements and 

participation in extra-curricular activities are associated with children’s behaviour as 

measured by the SDQ, and mothers and children’s satisfaction with their time together. 

Possible explanations were proposed as to why after-school care and extensive centre care 

during early childhood may be associated with higher behaviour scores. Reasons for the 

association between parental care and lower behaviour scores were also given. Similarly, 

possible reasons for the benefits of participation in two extra-curricular activities a week, of a 

combined duration of between 90 and 180 minutes in terms of behaviour scores were 

presented. Reasons why employment status and child care arrangements affected mothers’ 

satisfaction but not children’s satisfaction were outlined. Other results pertaining to child and 

family characteristics and previous child care experience were also discussed.  
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Chapter 8  
Conclusions and future directions 

This chapter brings together the results on how after-school care arrangements and 

participation in extra-curricular activities are related to children’s behaviour, along with the 

recommendations for OSHC based on the investigation of the four different models. Final 

conclusions are made and directions for further research are presented. In addition to a 

broader knowledge base about children’s development and school-aged care there are 

important implications for families making decisions regarding non-parental care.  

 

The purpose of the study was to investigate how young-school aged children spend their time 

during the hours after school. Within this after school context there were three main research 

focus areas: children’s behaviour as a developmental outcome of care arrangements and 

activities they participate in, children’s and mothers’ satisfaction with time spent together and 

the different models of OSHC adopted by the schools.   

Summary of research 

The majority of children in this sample received exclusive parental care during the hours after 

school and participated in one or more extra-curricular activities. Despite increases in the 

numbers of children attending after-school care, the proportion of these children is small 

compared to those in parental care. The number of children who attended after-school care in 

the parent survey was very small and prohibited any comparisons between care types beyond 

parental care and non-parental care. The teacher survey did allow, however, comparisons 

between parental care, after-school care and a combination of parental and after-school care.  

 

More children were satisfied with the time they had with their mother compared to the time 

they had with their father. Mothers’ satisfaction, but not children’s satisfaction with time 

spent together was affected by their mothers’ employment status and children’s care 

arrangements. More mothers who were employed part-time or not at all were satisfied with 

the time they spent together than mothers who worked full-time. Similarly, more mothers 

were satisfied with time spent together if they cared for their children all or some of the time 
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in the hours after school than if their children received full-time non-parental care. It seems 

that for children, care arrangements in the hours after school do not affect their satisfaction 

with time they have with their parents 

 

Findings from this study suggest that early participation in extra-curricular activities can 

benefit young children. While most studies have focused on the benefits of participation in 

extra-curricular activities among adolescents, this study showed that participation in extra-

curricular activities beginning in the Prep year was associated with lower behaviour scores in 

young school-aged children. The amount of time and number of activities also made a 

difference in children’s behaviour scores, where lowest behaviour scores were associated 

with weekly participation in two activities and of a combined duration of between 90 - 180 

minutes. Children were more likely to participate in these activities if they received parental 

care for some or all of the time after school. Despite the small effect sizes, the results echo 

other research findings that suggest that involvement in extra-curricular activities enhance 

children’s development through learning new skills and being exposed to different learning 

environments and peers. These findings also support Bronfenbrenner’s (1979) notion that 

child development occurs with sustained activities that increase in complexity over time. 

Regular participation in extra-curricular activities allows children to develop skills in 

progressively more difficult activities and form relationships with coaches or teachers and 

other peers.  

 

These results could be used to promote children’s participation in extra-curricular activities 

from a young age. Government subsidies for these activities may be necessary as the cost of 

extra-curricular activities is high. This sample consisted of children from middle to high SES 

families where parents are more able to afford to pay for these activities. Low SES families 

may be less able to afford the costs involved and as such children may miss the opportunity 

to participate in and benefit from these activities. While this research showed positive 

associations between children’s participation and behaviour scores, other studies that have 

examined the effect of participation in wider samples suggest that children from low SES 

families have the highest developmental gains from participation in extra-curricular activities 

(Covay & Carbonaro, 2010; Mahoney, Lord, et al., 2005). Given the benefits of participation 
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in extra-curricular activities for children from all family backgrounds, greater access to these 

activities is needed. 

 

The results for care arrangements after school showed that children who received full-time or 

part-time parental care had better behaviour scores than children who received extensive non-

parental care according to teacher, parent and OSHC coordinator reports. This finding was 

also true of early child care experiences, according to parent and teacher reports. In this 

sample of middle to high SES children living in this regional city in the north of Australia, 

parental care cannot be supplanted without comprising children’s behaviour. These findings 

support Bronfenbrenner’s ideas that the family is the core context for development and that 

while other settings such as school and child care are important, none can replace the family 

unit in shaping children’s development. Children are more likely to be influenced by adults 

with whom they share primary dyads rather than with adults with whom they do not share 

this relationship. 

 

These results further add to the body of research on the effects of child care. In particular, 

they have addressed both Australian data and school-aged child care. The findings from this 

study can also inform parents who are making choices about their children’s care 

arrangements as well as government policy concerning parents’ working conditions, 

especially genuinely flexible working arrangements. The results suggest that for parents to 

support the development of children’s positive or normal behaviour, children need to receive 

some parental care beyond early mornings and late evenings during the week. 

 

Regardless of these findings and possible implications, children will continue to access 

OSHC and early child care. Maternal employment, single parent families and family mobility 

guarantee that families require non-parental care to help care for their children. As such, it is 

critical that child care should be of the highest quality. One way to improve quality of care in 

OSHC is to provide coordinators with support so that they can focus their energies on 

programming and building relationships with the children. This idea was based on 

Bronfenbrenner’s notion that parent-child relations are enhanced by the support of the third 

party. The models and relationships between key players in OSHC discussed in Chapter Five 
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revealed that those services with higher levels of support in the forms of principals and more 

importantly, area coordinators provided the highest quality of care. While the Catholic and 

Lutheran OSHCs benefitted from the knowledge and assistance of area coordinators, the state 

and independent school OSHCs had no such support.  

 

Therefore, it is recommended that state school OSHC services managed by P&C 

Associations that operate stand-alone services, are provided with area coordinator s who can 

offer support and assistance. Parents and Citizens Associations are among the largest 

providers of OSHC in Queensland. Improving the quality of care in these services would 

impact on a large number of children. Area coordinators could potentially be responsible for 

a number of OSHC services that they would visit regularly, assist with accreditation and 

licensing and provide networking and professional development opportunities for staff. 

Education Queensland could employ the coordinator’ however, their salary could come from 

the contributions made by each OSHC service. Similar roles could be established to support 

independent school OSHC services.   

 

Australia has the opportunity to learn from the United States with its current emphasis on 

time after school as an important context for children’s development. The hours after school 

when taken together across the weeks, months and years make up an extensive amount of 

time that can be utilised to develop children’s physical, social and cognitive skills. As such, 

there needs to be a complete revision of OSHC. Rather than a service for parents that 

provides care for children in a safe environment, OSHC could be viewed as a developmental 

program with opportunities for children to learn new skills with peers. Like early child care 

and preschool, OSHC could be considered beneficial for the child. The introduction of extra-

curricular activities to OSHC would allow the benefits of participation in these activities into 

an already established program.  

 

Given the different demographics in Australia and the United States, the emphasis should still 

remain on recreational activities and play, rather than academic remediation or support. 

Assistance with homework is sufficient given that in Australia there are far fewer children 

living in impoverished families that need additional academic support. More importantly 
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however, children still need opportunities to play in safe supervised environments rather than 

more formal or structured academic lessons. 

 

Rather than focusing on one activity OSHC could potentially provide various activities over 

the course of the week and the four terms. These activities could include art and craft courses, 

sporting activities and could be based on active communities programs. One vision of how it 

could operate would be that each day two different activities were offered and continued for 

the term or semester. Qualified coaches or teachers would lead the activities with OSHC staff 

assisting. The assistance from the OSHC would be particularly important to cater for the 

different age groups and developmental levels. A mix of activities could be orchestrated so 

that physical, cognitive and social skills would be addressed. An example of a week program 

that would run over term could be 

 

 Monday Tuesday Wednesday Thursday Friday 

Activity 1 Art Drama Dancing Music Gymnastics 

Activity 2 Hockey Soccer AFL Basketball 

 

The format of after-school care could still be the same except that for one hour each session, 

there would be formal instruction in one or more activities by a qualified coach or teacher. 

That is children would come to OSHC, have afternoon tea, then join one of the activities 

offered. After the lesson the children would have free time to engage in other activities 

provided by OSHC. Children would be strongly encouraged to see out the term in their 

chosen activity in order to foster persistence and allow for development of skills.  

 

This envisaged program would allow more children to experience extra-curricular activities 

in a well supervised environment that is convenient for parents. Being located at a school 

means parents do not need to transport their children to another venue. Furthermore, schools 

have excellent facilities that are generally unused after school hours. The cost of the activities 
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would be more economical than outside extra-curricular activities as insurance and venue 

costs are already covered by OSHC. Government funding and increased enrolment numbers 

could cover the extra costs of hiring coaches and teachers. Many parents who currently do not 

use OSHC are likely to enrol their children if there are quality programs that are both 

beneficial and appealing to children. Parents could pay a fee at the beginning of each term for 

each activity to pay for equipment. 

 

If OSHC offered extra-curricular activities, the perception of OSHC would change. After-

school care would no longer be perceived as a babysitting service, but as an exciting 

afternoon program for children. OSHC would still provide a service to parents but the 

emphasis would centre on children’s development. Children would be learning new skills 

with their peers in a safe environment. Pilot programs could investigate children’s behaviour, 

children’s satisfaction and enrolment numbers. These trial programs should include schools 

from various SES areas so that measures could be compared not only against the service itself 

but with other services. Initiatives such as this have the potential to improve children’s after 

school experiences and make OSHC an enhanced service to families. 

Limitations 

The main limitation of the study was that the data from the parent survey only allowed a 

comparison of parental care with non-parental care for after-school care arrangements. The 

number of children who used non-parental care compared to those who received exclusive 

parental care was very small and further division into the different types of non-parental care 

(e.g. after-school care, informal care, self care etc) was not possible. As a result, only a 

limited number of analyses could be performed. These analyses did not include multiple 

regressions where predictors of children’s behaviour are investigated.   

 

For participation in extra-curricular activities, there was no information about how long 

children had participated in the activity. Some children may have been participating in an 

activity for four or more years. For example, many children begin swimming lessons before 

entering school. Other children begin activities in Prep and continue these beyond Year 3.  It 
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seems reasonable to think that the longer time children spend participating in extra-curricular 

activities the greater the effect on their development and in this case, behaviour.   

 

The results from this study only reported differences between groups according to different 

variables, which mean causation relationships can only be speculated upon. However, as care 

arrangements, child and family characteristics and participation in extra-curricular activities 

cannot be randomly assigned to children there is little option but to use correlational-type 

research. Several possible explanations for the findings were given in the discussion chapter. 

Longitudinal studies investigating these same research questions would give deeper insight 

into possible causal relationships. 

Future directions 

As a case study, this research only investigated children’s care arrangements and activities 

after school in association with behaviour for children living in a small geographical area. 

Future studies need to consider different samples beyond Anglo-Australian middle to high 

SES families. Findings from other research containing children from different SES and 

cultural backgrounds may be aggregated allowing some generalisations to be made about 

young children’s after-school care arrangements and activities.   

 

While this study showed how participation in extra-curricular activities is associated with 

young children’s behaviour scores, further studies could investigate the various types of 

extra-curricular activities and how they affect children’s development. Different activities 

offer distinct opportunities to improve skills and abilities. These opportunities may be 

cognitive, social, physical or a combination of any of these. For example, swimming lessons 

or training develops physical skills with few opportunities for social skills, while team sports 

such as soccer, hockey or netball enhance both physical and social skills as children have to 

work as a team. Likewise, music lessons develop cognitive skills, while scouts can develop 

both cognitive and social skills. Studies could examine the different outcomes of participating 

in various activities. 
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Longitudinal studies could examine the patterns of participation in extra-curricular activities 

over time. Research could investigate whether children who begin participating at an early 

age are more likely to continue  until late adolescence or adulthood, or whether they drop out 

earlier. Studies of adolescent participation have indicated positive outcomes for youth and 

therefore it is important to foster their involvement in these activities. This may be best done 

by encouraging participation during early and middle childhood. 

 

Future research in child care arrangements needs to consider alternate after-school care 

arrangements. In this study only parental care, after-school care and a combination of the two 

were examined, yet many children experience other care arrangements. In particular, many 

families use informal care arrangements such as other family members, friends and 

neighbours. Other developmental outcomes should also be examined in addition to 

behaviour, including social relations, academic achievement, anxiety levels and self esteem. 

Longitudinal studies would allow for investigation of different after-school care arrangements 

on behaviour as well as provide information about the patterns and stability of care 

arrangements.   

   

It would be interesting to examine young school-aged children’s cortisol levels in the 

afternoons. While children’s cortisol levels have been assessed in child care centres and at 

home, they have not been tested in after-school care programs. Research suggests that as 

children mature, cortisol levels are less affected by care arrangements (Dettling, et al., 1999).  

Cortisol levels could indicate when large group care ceases to be stressful after a day of 

school. Apart from comparing children who attend OSHC to those who receive parental care, 

children who attend full-time after-school care could be compared to those who attend only 

part-time.  

 

More research is needed to fully understand families’ perception about their time together. 

This study examined mothers’ and children’s satisfaction with their time together. However 

future studies need to include fathers’ perspectives of satisfaction of with time spent with 

their children. Fathers play an important role in children’s lives and their experiences deserve 

examination. This is especially true given the high numbers of children who wanted more 
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time with their father. Other directions for this area of research could include analysis of 

children’s drawings to investigate types of activities they like doing with parents and whether 

there are any differences in activities children like doing with mothers and fathers. 

Longitudinal studies could help determine whether children’s satisfaction is stable with 

developmental changes. Elliot’s (1996) findings suggest that children’s satisfaction decreases 

as they grow older. This research is important as parents and children’s satisfaction of time 

together is an integral part of their overall satisfaction with their relationships. Time together 

promotes better relationships and better outcomes for children. 

Conclusion 

Children’s care arrangements and extra-curricular activities are two important elements of 

children’s time after school. This time after school is a context for children’s development 

and makes up part of Bronfenbrenner’s (1979) microsystem. Children’s experiences after 

school are influenced by the other systems, especially the exosystem which includes parents’ 

place of work, community-based services and mass media, and the macrosystem comprising 

of laws, customs, values and beliefs of the society within which the child lives. Based on 

Bronfenbrenner’s model of development, Figure 7.1 depicts the different factors that 

influence children’s experiences and development after school. The child is centered in the 

middle. The inner circle shows the factors that immediately affect children’s development 

and experiences while the outer circle shows the factors that influence children’s time after 

school more distantly.   
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Figure 7.1 Factors that influence children’s development and experiences after school 

 

As well as individually contributing to children’s experiences and development after school, 

these factors are all interrelated. Parents’ work arrangements decide whether children can be 

cared for by their parents or whether they require some other form of care in the hours after 

school. If parents can look after their children themselves, children may have more 

opportunities to play with other children, participate in extra-curricular activities and spend 

time together. This depends, however, on parents’ education levels and family SES. Higher 

educated parents are more likely to provide their children with experiences and opportunities 

that foster development and afford the fees associated with extra-curricular activities. 
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Whether children are satisfied with their time together with their parents influences their 

experiences after school. Children who desire more time together may resent after-school 

arrangements. Parents who can care for the children some or all of the time after school have 

more opportunity to spend time together in activities that are mutually enjoyable. In this 

study, mothers’ work arrangements and children’s care arrangements affected mothers’ 

satisfaction with the time they had with their children.   

 

Child care options available to families also influence children’s development and 

experiences. Depending on availability, parents may have the choice between child care 

centres, family day care, OSHC or other informal care providers such as nannies or family 

members. More important to children’s development however, is the quality of care provided 

by these services. Higher quality of care predicts more positive benefits for children. As 

shown in this thesis, the quality of care provided by OSHC was affected by the level of 

support afforded to the service from the school and other levels of management. The greater 

the level of support, the easier it is for services to provide high quality care. 

 

The opportunities for children to play and develop after school also depends on the safety of 

the neighbourhood and the availability of recreational facilities including parks, bike paths, 

skate parks and sports fields and courts. Access to extra-curricular clubs and groups is also 

important. These things are largely dependent on family SES. The neighbourhoods where 

families live usually depend on family income. More affluent neighbourhoods are often safer 

and have more facilities. Family SES also affects whether children participate in extra-

curricular activities as these activities incur considerable costs.  

 

The outer circle containing more distant influences also affects children’s after school 

experiences and development. The time in history determines the economic climate of the 

country where children live and societal attitudes and thinking about child development. 

Laws and policies determine parents working conditions, while social policy shapes family 

experiences. The society in which children live in also influences their experiences with 

societal norms. Different societies have varying lengths of school days and public programs 

for children. The media also impacts on children’s experiences. Children spend more time 
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today before a screen, be it computer, television or game, than in the past. All these factors 

shape children’s after school environment.  

 

Perhaps, most importantly, children themselves help determine their development and 

experiences after school. Children are active participants in their own development and 

experiences. Children have their own set of personality traits, skills and abilities, which 

influence their interactions with others and their experiences. Their likes and dislikes also 

affect their choices in activities and friendships. The interactions between the child and 

different factors shape a children’s development and experiences in the hours after school. 

 

As a study of children’s development, this research was undertaken to better understand 

children’s after-school experiences and activities in order to improve their lives and promote 

their well-being. Child development is important because; 

if the children and youth of a nation are afforded opportunity to 

develop their capacities to the fullest, if they are given the 

knowledge to understand the world and the wisdom to change 

it, then the prospects for the future are bright. In contrast, a 

society which neglects its children, however well it may 

function in other respects, risks eventual disorganization and 

demise.                                    (Bronfenbrenner, 1973, p.1.) 
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Appendix 1 
The Strengths and Difficulties Questionnaire 
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Appendix 2 
The Raising Children Checklist questionnaire 
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Appendix 3 
Permission to use the Raising Children Checklist from author  
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Appendix 4 
Children’s satisfaction survey 

My Mum and I 
Things I like doing with my mum 

 

 

 

 

 
 

 

 

My Dad and I 
Things I like doing with my dad 

 

 

 

 

 

 

    

 

I am happy with the time  
I have with dad 

I wish I had more 
 time with mum  
    

I am happy with the time  
I have with mum 

I wish I had more 
 time with dad  
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Appendix 5 
Quality Profile of School 1 
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Appendix 6 
Quality Profile of School 2 
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Appendix 7 
Quality Profile of School 3 
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Appendix 8 
Quality Profile of School 4 
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Appendix 9 
Quality Profile of School 5 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

School 5 
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Appendix 10 
Quality Profile of School 6 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

School 6 
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Appendix 11 
Quality Profile of School 7 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

School 7 
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Appendix 12 
Interview questions for teachers and OSHC assistants 

 

Interview questions for teachers 

 

Do you notice any difference between children who go to ASC full-time or home full-time or 
a combination of care in terms of behaviour? 

 

Interview questions for after-school care staff 

 

Do you notice any difference between children who go to ASC full-time or part-time in terms 
of behaviour? 
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Appendix 13 
Interview questions for OSHC coordinators 
 

Questions for OSHC coordinators 
 

1. Do you notice any difference between children who go to ASC full-time or part-time 
in terms of behaviour? 

 
2. Some teachers mentioned that children who regularly attend ASC and then Vacation 

care in the holidays are tired and never get a break, what do you think? 

 

Organisation and relationship with school 
1. Who do you see if there is a problem in OSHC? 

 

2. How often do you meet with the principal about OSHC? 

 

3. How familiar do you consider the principal to be with OSHC? 

 

4. Do you feel supported by the school? Would you like/less more support and in what 
ways 

 

5. How would you like the school to be involved? 

 

6. What things would you like to change if you could?/ How would you like to see 
OSHC managed or run? 

 

7. How are you treated by school staff? 

 

8. What do you believe to be the positive and negative aspects of OSHC? 

 

9. Are there any other comments you would like to make about OSHC? 

 

For Catholic schools 

  10. How much assistance do you get from the project officer? 
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Appendix 14 
Interview questions for school principals 

 

1. Do you notice any difference between children who go to ASC full-time or home full-
time or a combination of care in terms of behaviour? 

 
2. How would you define after-school care?  

 

Perceptions about the organisation and responsibility of Out of School Hours care 
  

1. What is your involvement with OSHC? 

 

2. How much time does OSHC take in your normal week? 

 

3. Does it interfere with other responsibilities? 

 

4. Are you familiar with the day to day running of OSHC? 

 

5. Do you think the school should be involved with OSHC? 

 

6. Research from the States suggests that effective programs have the principal in a 
supportive partnership role with OSHC.  How would you respond to that statement? 

 

7. How would you like to see OSHC run or managed? 

 

8.  How important do you think OSHC is to your school? 

 

9. What are the positive and/or negative outcomes of OSHC? 

 

10. What do you think about parents who are choosing schools based on their OSHC 
service? 

 

11. Are there any other comments you would like to make about OSHC? 
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Appendix 15 
Interview questions for Diocese OSHC project manager 

 

1.    What is your title? 

2.   What is your job description? 

3.   Who pays your wage? 

4.  How much time do you spend with each school? 

5.  What do you see as the advantages and disadvantages of having a diocese 

coordinator? 

6.   How would you like to see OSHC managed? 

7.  What would you like to see your position offer schools? 

7.  Do all the schools have a relationship with their principal like schools 3, 6 and 7? 

8.  Are there any other comments you would like to make? 
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Appendix 16 
Interview questions for Area Coordinator of School 5 

 

1. How do you co-ordinate from Brisbane? 

 

2. What are the difficulties coordinating from Brisbane? 

 

3. What are the advantages of coordinating from Brisbane? 

 

4. How do you support the coordinator when there are problems with behaviour or 
parents? 

 

5. How and how often do you correspond with the coordinator? 

 

6. How would you like to see OSHC managed? 

 

7. Research from America suggests that principals must be in a supportive partnership 
role with OSHC – how would you respond to that statement? 

 

8. School 5 is a small service – is it only viable because it is centrally coordinated? 

 

7. Are there any other comments you would like to make about  

 OSHC? 
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Appendix 17 
Survey sent home to mothers 

 1. Child’s year level 

Prep     

Year 1        

Year 2   

Year 3      

3. Child’s date of birth: 

 

    Day     Month          Year 

4. Gender of child: 

Male                Female  

 

5. Type of family where child normally 

resides 

Parents 

Single parent 

Shared custody 

Blended family 

Other 

6. Number of children       7. Position of child                                                                     

in the family                          in the family 

           1                                        1st

           2                                        2nd 

    

           3                                        3rd 

           4                                        4

More than 4                                  5th 

th  

 

8. Highest level of Maternal Education: 

Junior secondary school 

Certificate (Year 10) or below   

Senior secondary school 

Certificate (Year 12)    

College or TAFE certificate   

University degree  

(undergraduate studies)       

Research degree  

(Post graduate studies) 

 

9. Mother’s current employment status:   

Seeking employment    

Employed part-time   

Employed full-time        

Student 

Home duties 

10. Gross yearly family income 

Below $41,000 

Between $42,00 and $91,000 

Above $92,000 
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11.  Previous child care of child: 

Please specify what child care arrangements you regularly used for your child before they 

entered school.  Type of care includes family day care, day care center, grandparent care, 

parental care, babysitter, relative care, kindy or preschool. 

Child’s age Child care type Number of 

hours per day 

Number of days 

per week  

0 -1 year    

1 -2 years    

2 -3 years    

3 -4 years    

4-5 years    

 

12.  Current Out of school hours care arrangements 

Please specify the regular care arrangements for your child for each day of the week.  Care 

types include parental care, before and after-school care, day care, grandparent care, 

neighbour care, self care, family daycare. 

 Before School                                      After-school 

 Monday   

Tuesday   

Wednesday   

Thursday   

Friday   
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13) Children’s extra curricula activities 

Please specify what extra curricula activities your child participates in, (e.g. scouts, music 

lessons, swimming, dancing, soccer etc.), how often this happens per week and the duration 

activity.   

 

Type of activity Times per week Duration (minutes) 

   

   

   

   

   

   

 

 

14). Are you satisfied with the time you spend with your child?    

 

Yes   No  _    -----    I would like more time with my child 

 

         -----    I would like less time with my child 
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Appendix 18 
University Ethics approval 
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Appendix 19 
University Ethics approval for extension  
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Appendix 20 
Approval from Education Queensland to do research in schools 
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Appendix 21 
Approval from Catholic Education Service to do research in schools 
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Appendix 22 
Information letter sent home to parents 
 
Dear parents and caregivers 

Currently in Australia, nearly half of all children up to age 12 receive some form of non-parental care.  

In spite of this, there has been little research to investigate whether there are any significant 

behavioural, social, emotional or cognitive developmental effects from receiving this care.  Further, 

we have little information about the effects of the different types of care and what we do know comes 

from overseas research which is not applicable to the Australian culture or environment. 

If parents are to make informed decisions about which child care they will choose,we need to have 

this information. Therefore I, Kym Simoncini, am investigating both parental and non-parental care of 

children in Years Prep to 3.  In particular, I am interested in the children’s extra-curricular activities, 

social skills, behaviour and parent-child relations.  I need your help to fill out a short demographics 

questionnaire, a behaviour checklist, a parenting checklist and a parent-child relations checklist.  In 

all, this should take no longer than 5 to 10 minutes of your time.   

Any information will be kept strictly confidential; we do not need your name on the questionnaire and 

any responses will not be identified by name. The data will be used in my PhD thesis and in articles in 

educational or psychological journals.  Where possible, it is important the mother fills out the forms 

as there are questions that relate to the mother’s education level and employment status as well as a 

brief history of the child’s child care arrangements before attending school.    

Enclosed you will find one set of forms for each of your children. We need information for each child 

as very few siblings share the same childcare history, extra-curricular activities or behaviour.  It 

would be greatly appreciated if you could fill out the forms and return them to your child’s classroom 

by Thursday August 28th. 

Thank you very much for your cooperation and time. Your efforts will help provide sufficient data so 

that we can provide some answers about the effects of child care. Your cooperation will help both you 

and all parents who have to make decisions about parental and non-parental care. 
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Appendix 23 
Chain of evidence 
 

Chain of evidence 

 

1. Pilot study– interviewed teachers, OSHC coordinator, teacher SDQ and child puppet 

interview 

2. Teacher complete SDQs and interviews 

3. Collect parent survey 

4. Interview ASC staff 

5. Interview ASC coordinators 

6. Collect ASC coordinators SDQ 

7. Collect student time satisfaction survey 

8. Interview Principals 

9. Interview area/diocese coordinators 

10. Interview QCAN director 

 

 

Interviewing coordinators and principals may have been in reverse order depending on school 

and OSHC schedules. 
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Appendix 24 
Quality profiles of seven schools according to quality areas 
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Appendix  25 
Comparison of study sample SDQ scores and Australian normative scores according to 
gender 
 

Comparison of parent, matched teacher and classroom teacher SDQ scores to Australian 

normative scores according to gender (normative scores in parentheses) 

 

 

Group gender n M Sd t p Confidence 

intervals 

Parent 

reports 

M 442 7.9 

(9.9) 

4.7 

(7.8) 

11.6302 .004 -3.039 to 

-2.161 

F 432 6.9 

(7.7) 

4.7 

(5.7) 

3.5378 .004 -1.244 to 

-0.356 

        

Matched 

teacher 

reports 

Male 167 7.4 

(6.9) 

6.8 

(6.4) 

Not sig. 

Female 168 4.7 

(6.0) 

5.1 

(5.7) 

3.3039 .001 -2.077 to  

-0.5233 

        

Classroom 

teacher 

reports 

Male 334 8.1 

(6.9) 

7.2 

(6.4) 

3.0459 .002 0.425 to 

1.975 

Female 359 6.1 

(6.0) 

6.3 

(5.7) 

Not sig. 
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