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Abbreviations used in this document:
• The Framework: Belonging, Being & Becoming: The Early Years Learning Framework for Australia

• The Guide: Educators Belonging, Being & Becoming: Educators’ Guide to the Early Years Learning 
Framework for Australia

• The Reflect Respect Relate resource or RRR: REFLECT RESPECT RELATE 
Assessing for learning and development in the early years using observation scales (2008, DECS)

The terms used in the Guide are consistent with the Framework. For explanations see the definition boxes  
and glossary in the Framework.
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A NEW VISION FOR AUSTRALIA
The Early Years Learning Framework is an 
important and timely resource for early childhood.  
It embraces a vision for a new Australia: 

• a future that embraces all Australians

• a future based on mutual respect, mutual resolve 
and mutual responsibility

• a future where all Australians, whatever their 
origins, are truly equal partners, with equal 
opportunities and with an equal stake in shaping 
the next chapter in the history of Australia.

To this end, the Framework is built around a number 
of key concepts and principles which require 
educators to use particular understandings and 
practices effectively to achieve the desired outcomes. 
This Guide will help educators do this in their  
local settings.

Most significant to Australia’s Indigenous peoples is 
their ancestral relatedness to country. Australia 
recognises Indigenous ancestral relatedness, its  
values and how these are realised in the world’s 
oldest living culture.

The Council of Australian Governments is committed 
to closing the gap in educational achievements 
between Indigenous and non-Indigenous Australians 
within a decade (Framework, p.6).

The Framework provides an opportunity for 
educators across Australia to work towards:

• a clear focus on children’s learning and wellbeing

• a shared language for curriculum in the early 
childhood field 

• a base for planning, promoting and  
assessing learning

• improved quality in early childhood settings

• cultural security for Aboriginal and Torres Strait 
Islander children and their families

• including families and communities in  
children’s learning.

When starting to use the Framework remember 
that it is just that – a framework. It is not a syllabus, 
not a program, not a curriculum, not a model, not 
an assessment tool, not a detailed description of 
everything children will learn. It is a framework of 
principles, practices and outcomes with which to 
build your curriculum. 

It is based on the best available evidence and what is 
socially and culturally important. As such, some ideas 
will be consistent with some of your practices and 
knowledge, and some will be challenging, new and 
very particular to Australia. This provides excellent 
opportunities for all educators to build on their 
current knowledge and experience, so that their 
curriculum decision making (both intuitive and 
reflective judgements) are consistent with current 
thinking and expectations.

1. INTRODUCTION:  
 USING THE GUIDE WITH THE FRAMEWORK

Belonging, Being & Becoming: the Early Years Learning Framework for Australia and Educators Belonging, 
Being & Becoming: Educators’ Guide to the Early Years Learning Framework for Australia are intended to 
support curriculum decision making to extend and enrich children’s learning from birth to five years and 
through the transition to school (Framework, p.5). 
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Both the Framework and the Guide are for early 
childhood educators in all Australian early childhood 
settings working in partnership with families and 
children and may complement, supplement or replace 
settings’ current frameworks. The Guide provides 
support for individuals and collegial teams to use the 
Framework. 

A NEW VISION FOR EDUCATORS
There are several elements to education. One is the 
curriculum (what we want people to learn); then there’s 
teaching (how we help them to learn); and assessment 
(how we make judgements about how they are getting 
on). We focus on curriculum (usually maths, language, 
science), then assessment (usually standardised tests). 
The bit we leave out… is the quality of teaching… 
Most reform systems are looking backwards; they’re 
looking back to the old system that was the result of the 
industrial revolution. We no longer want a better steam 
engine. We need to rethink. To get back to what drives 
people to learn and achieve... education is about kids  
and energising them (Sir Ken Robinson, 2009).

Educators Belonging, Being & Becoming, the Educators’ 
Guide to support the use of the Framework, takes 
an approach that values educators engaging in 
professional growth leading to thoughtful judgement 
and decision making for all children’s learning. 
Evidence shows that reflective practice can help 
educators to think more deeply about their work and 
motivate them to explore new ideas and approaches 
(see, for example, Anning & Edwards, 2006).  
The Framework and the Guide aim to embed 
reflective practice and inquiry into educators’ 
everyday practices. For educators:

• Belonging relates to connections and relationships 
with other educators and professionals from 
other disciplines, participation in professional 
organisations and networks, and community 
involvement. 

• Being relates to the individuality of each early 
childhood educator and to the distinctiveness of 
each team of educators. Individuals and groups 
bring a unique collection of beliefs, values, 
interests, knowledge, experience and perspectives 
to planning, practice and relationships. 

• Becoming relates to the importance of learning 
and reflecting in order to increase professional 
knowledge and improve skills and practices. 

Respect for diversity underpins the Framework and 
the Guide. Both documents recognise the diversity  
of educators’:

• personal history, experiences and values 

• professional pathways and qualifications 

• beliefs about childhood, children, learning and 
curriculum 

• journey and drive for cultural competence 

• use of theoretical perspectives.

USING THE GUIDE
The Guide is designed to be used in interactive 
ways to promote in-depth conversations and thinking 
over a sustained period about the concepts which 
build the Framework. It is not intended to be read in 
one sitting. Rather, individuals and teams of educators 
may find it helpful to ‘dip’ into the Guide at different 
points, to focus on one section at a time, and to  
begin with the section of most interest to them.  
Most readers will find it helpful to read the 
Framework before turning to the Guide.

The following concepts of the Framework are 
explored in the Guide: 

• belonging, being and becoming and their links to 
learning

• principles, practices and pedagogy, including play 
and partnerships with families, to support learning

• reflective practice 

• curriculum decision making to foster children’s 
learning in areas identified by five broad  
Learning Outcomes 

• facilitating children’s transitions in the early years

• developing cultural competence 

• Australian Aboriginal and Torres Strait Islander 
cultural competence

• using theoretical perspectives.
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Both the Framework and the Guide are designed to 
engage educators in critical thinking, reflection and 
inquiry. As such they are not prescriptive or ‘recipe’ 
books – but rather are intended to provoke, inspire 
and challenge. They recognise that there is not one 
‘right way’ to provide for children’s learning. They 
provide a range of ways to think about children’s 
learning. If we think there is just one right way and if 
we have no doubt about the quality of our provision, 
we leave little room for reflection, for questioning or 
for change.

The sections that follow this Introduction all have 
a similar format. Each major section starts with a 
quote from the Framework and then is divided into 
the following segments which help you to explore 
particular concepts in the Guide: 

Think about—explanatory information about 
the section 

Talk and reflect about—includes reflective 
questions and suggestions for going deeper

Try out—possible entry points

Hear about—stories and models of practice 

Find more about—links to other resources. 

There is an accompanying CD (Educators BBB 
Resource CD) which contains linked material and 
additional general resources in addition to existing 
resources specific to each state.

Photos are included to illustrate the links between 
the Principles, Practice and Learning Outcomes.

Each section has a reference to the Reflect Respect 
Relate resource which provides a guide for educators 
to critically reflect on pedagogy and relationships 
and the connection with children’s wellbeing and 
involvement in learning. 

ELEMENTS OF THE EARLY YEARS LEARNING FRAMEWORK
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In addition, there is a further resource—The Early 
Years Learning Framework in Action. This resource 
contains educators’ stories and models of their plans 
for and outcomes of children’s learning, with 
questions to provoke thinking and to generate 
discussion in relation to the Principles, Practices and 
Learning Outcomes of the Framework. The stories 
demonstrate the holistic nature of children’s learning 
and the way educators have integrated the Principles, 
Practices and Learning Outcomes of the Framework 
into their curriculum.

The Guide can be used in many ways including:

• using one section at a time in staff meetings, 
network meetings and collaborative professional 
conversations

• using the Guide as a working document and 
adding personal journal entries, stories, articles, 
photos, feedback specific to the various sections.

Each section of the Guide is interdependent with the 
others. That is, no one section stands alone. When we 
are thinking about our curriculum decision making 
we are also thinking about working in partnerships 
with families, about play, about monitoring children’s 
learning, and so on. When we are thinking about 
cultural competence we are also thinking about our 
theories and beliefs, our families and communities, 
outcomes for children and so on.

Who is responsible for implementing 
the Framework?
The Framework outlines best practice and reflects 
contemporary early childhood research and theory. 
It provides guidance and parameters for quality 
practice and it is intended that educators’ practice is 
informed by it. The Framework encourages everyone 
who works with young children to see themselves 
as pedagogical leaders. If you work with young 
children you are responsible for using the Framework. 

The term pedagogy refers to the holistic nature 
of early childhood educators’ professional practice. 
Pedagogical leaders take an active role in promoting 
early childhood educators’ practice, especially 
those aspects that involve building and nurturing 
relationships, curriculum decision making, teaching 
and learning.

When educators establish respectful and caring 
relationships with children and families, they are 
able to work together to make curriculum and 
learning experiences relevant to children in their 
local context. These experiences gradually expand 
children’s knowledge and understanding of the world. 
Educators’ professional judgements are central to 
their active role in facilitating children’s learning:

As [educators], all we have at a given moment in a 
given situation is our very best judgement. Throughout 
our professional lives we study and reflect in order to 
refine that judgement; we exchange with colleagues, 
consider others’ solutions to the problems we face, we 
come together at meetings, we examine the available 
evidence—all in order to improve our judgement. In the 
last analysis, our very best judgement is all there is 
(Katz, 2008).

Both the Framework and the Guide aim to improve 
professional judgement and practice, especially 
curriculum decision making, by encouraging a cycle 
of questioning, planning, acting and reflecting that will 
build professional knowledge and confidence. This 
knowledge and confidence will support educators 
to make informed judgements so that all children 
experience learning that is engaging and builds success 
for life (Framework, p.7).
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A lively culture of professional inquiry is established when early childhood educators and those with whom they 
work are all involved in an ongoing cycle of review through which current practices are examined, outcomes 
reviewed and new ideas generated. In such a climate, issues relating to curriculum quality, equity and children’s 
wellbeing can be raised and debated (Framework, p.13).

WHAT THE FRAMEWORK SAYS

2.  REFLECTIVE PRACTICE  
FOR IMPROVEMENT

THINK ABOUT
Ongoing learning and reflective practice is one of the 
five Principles of the Framework. Reflective practice 
helps us to become increasingly thoughtful about our 
work and motivates us to look deeper and explore 
new ideas and approaches. The Framework aims to 
make reflective practice and inquiry a part of our 
everyday practice.

The Guide and the Framework are both designed to 
engage us, and teams, in critical thinking, reflection, 
and inquiry and culturally competent practices, with 
the aim to develop new insights into what we do and 
why we do it. 

The Guide will support us to be reflective 
practitioners by providing:

• critical questions to reflect upon

• ways to promote a culture of inquiry

• a process for inquiry. 

Reflective practice is more likely to lead to change 
when it is undertaken collectively. Learning together 
with colleagues draws upon the diverse knowledge, 
experiences, views and attitudes of individuals 
within the group. It is a way to experiment with new 
ideas and ways of teaching and caring, and to keep 
motivated about making a positive difference to 
children’s learning.

Creating and sustaining a culture of inquiry requires:

• trust and collegiality so that educators feel able  
to talk about their concerns and the challenges  
they face

• respect for different viewpoints

• opportunities for all educators to contribute to 
discussions and debates

• commitment to inquiry at the organisational level

• time for reflection and time to develop skills  
in a range of approaches to reflective practice  
(for example, journal writing, critical  
conversation groups)

• recognition that there is no one right approach  
or answer

• courage to question taken-for-granted practices 
and assumptions.

An inquiry process includes the following steps:

• reflect upon practices, identify concerns, choose 
an issue

• gather information and evidence on what is 
currently happening and look for patterns

• reflect upon what the information is telling you

• frame a question to be explored

• decide upon action—change of practice

• evaluate the change

• start the process again.
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Reflective educators often find it useful to have a 
‘critical friend’ to support and challenge their thinking 
and practice. A critical friend can:

• inspire, reminding you of the importance of your 
work and ongoing learning 

• provoke, challenging you to explore your beliefs 
and practices (the why and how you do things in 
particular ways) with questions, new insights and 
alternative perspectives

• support, helping you to identify information, 
resources and processes to expand your inquiry 

• provide collegiality, lending you an ear,  
a shoulder and friendship.

TALK AND REFLECT ABOUT
How do you currently examine your practices?

In what ways do you currently plan for improvement 
in your practices?

How might the Framework help you to reflect on 
your practices?

What might a learning community look like in  
your setting?

What systems and processes do you have to  
meet with colleagues and talk about children’s 
learning together?

How might you create opportunities for 
conversations, debates, and collaborative inquiries, 
ensuring that all voices are heard and responded  
to with respect?

Going deeper
Look at page 13 of the Framework and reflect 
individually/with your team on the overarching 
questions outlined. These questions may spark 
reflective conversations or they may help you  
develop your own questions for inquiry. 

How will you use the Framework to make decisions 
about the pedagogies you choose so that culture is 
recognised and supported and all children, including 
Aboriginal and Torres Strait Islander children,  
realise their potential?

TRY OUT
Scan the Framework and select a section that you/
your team would like to begin with.

Get together to talk about what people’s responses 
are to their initial reading. 

Decide on an element of your program about which 
you would like to take a ‘snapshot’. Look at what’s 
visible in your program and what’s not visible.  
This could be done through:

• reviewing photographs to decide what Learning 
Outcomes are reflected

• looking at learning journeys/portfolios

• looking at children’s displays of work around  
your environment.

Talk about the data you have collected and think 
about what it is telling you.

How do you demonstrate that you acknowledge and 
build on the context and discourse of each child and 
family in your setting, including Aboriginal and Torres 
Strait Islander children and families?

What concerns/challenges does it raise for you? 

This would be a good time to begin a journal to 
record the conversations and document your ongoing 
learning as you ‘unpack’ the Framework.

You might like to read examples of practitioner 
inquiry to help you/your whole staff team  
understand this approach.
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HEAR ABOUT
Reflect upon practices, identify a concern, 
and choose an issue

Over the lunch break, a team of educators in a 
preschool shared their frustrations with ‘group-
time’. One educator says, “I spend most of my 
time trying to manage the children’s behaviour 
because they obviously don’t want to be there”. 
As they spoke all agreed that none of them were 
happy with the way group-time worked.

Gather information and evidence on what is 
currently happening and look for patterns

The staff team decided to collect information 
about what was actually happening at group-time. 
Which children were engaged and which weren’t? 
What were they planning for group-times?  
What did the children think about group-time?

They decided to collect the information in a 
number of ways including taking observations and 
photographs of the children at 5 minute intervals 
during group-times to see where the children 
were positioned and how they were participating, 
and asking children questions about what they 
understood group-time to be.

They brought back the data and looked for 
patterns, discovering that it wasn’t just the staff 
members who were unhappy with group-time. 
A small group of children appeared to be highly 
engaged in the group-times, but a relatively large 
number expressed the opinion that group-time 
was ‘boring’. As one child responded, “You just 
listen to the teacher and do what they say”.

Frame a question to be explored

How can we rethink group-time to make it more 
meaningful to the children?

Decide upon action and change practice

The staff decided:

• to offer ‘workshops’ to children instead 
of group-time. The workshops would be 
hands-on and draw upon children’s ideas 
and suggestions as well as staff members’ 
expertise (eg workshops around music, 
stories, puppetry, gardening) 

• that children could choose whether they 
attended the workshop provided. For those 
who chose not to attend, they could continue 
with their existing play.

Evaluate the change

Staff got back together with their second lot 
of observations and photographs, and were 
surprised to discover that many of the children 
who had previously struggled with group-time 
were often the first to sign up for the workshops 
and actively participate. Each staff member was 
feeling very enthusiastic about the workshops, 
and the enthusiasm appeared to be shared by  
the children.

Start the process again!

With the overwhelming success of providing 
children with choice about attending workshops 
and giving children a voice in what they were 
learning, staff began to reflect upon how they 
might encourage children’s choice and voice 
more widely in the curriculum decision  
making process.

FIND MORE ABOUT
• Educators BBB Resource CD: Reflective practice 

for improvement

• Reflect Respect Relate—In Reflect Respect Relate 
reflective practice forms the basis of an ongoing 
cycle of review, inquiry and improvement—reflect, 
question, plan, act, reflect

• Framework in Action, Story 1



10     EDUCATORS Belonging, Being & Becoming

THINK ABOUT
Developing meaningful curriculum involves interactive 
decision making by children, parents and families, 
educators and the broader community with the aim 
of fostering children’s learning. Curriculum decision 
making is guided by a combination of principles, 
practices and outcomes to promote children’s 
learning. 

Curriculum that is culturally appropriate and 
developed in consultation with families and 
community will ensure that children and families, 
including Aboriginal and Torres Strait Islander children 
and families, are actively participating and contributing 
their knowledge and ideas as learning evolves.

All our curriculum decisions affect each child in some 
way. Early childhood educators have been found to 
make 936 curriculum decisions in a six hour day 
(Podmore & Carr, 1999). In the busyness of a day,  
not all these curriculum decisions may be made in  
the best interests of children, but rather as a means 
of practicality. These curriculum decisions that we 
make will all be influenced by our beliefs and 
knowledge. So we need to ask ourselves, what are 
our beliefs and where do they come from? What do 
we know? Are there other beliefs and knowledge that 
would lead us to different decisions? 

Skilful educators are aware of their beliefs and 
knowledge and the theoretical perspectives from 
which they come. This is important because it helps 
us to understand why we decide on:

• content for our curriculum – what to teach, 
planned experiences and learning

• approaches for managing behaviour

• how we set up the environment 

• what resources we choose

• particular programs or methods

• which teaching strategies to use

• how we will relate to people

• how we assess. 

Once we understand our beliefs and knowledge, we 
can make considered, wise choices in our decision 
making in planning for, supporting and reflecting on 
children’s learning. The Framework supports a model 
of curriculum decision making as an ongoing cycle 
of information gathering, questioning, planning, acting 
and reflection. 

Both the Framework and the Guide use this 
reflective practice cycle to promote belonging, being 
and becoming and learning, both for children and 
educators and learning in the five Learning Outcomes 
for children. 

3.   CURRICULUM DECISION MAKING:  
THE KEY TO IMPLEMENTING THE FRAMEWORK

Curriculum encompasses all the interactions, experiences, routines and events, planned and unplanned, that 
occur in an environment designed to foster children’s learning and development (Framework, p.9).

WHAT THE FRAMEWORK SAYS
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TALK AND REFLECT ABOUT
What did learning look like in your setting this week?

In what ways does your cultural competence 
influence your curriculum practices?

How do you currently make decisions and plan for 
your curriculum? Who is involved?

In what ways are you listening to culturally diverse 
families, including Aboriginal and Torres Strait Islander 
families, and how are they sharing their culture and 
learning? How do you recognise and build on your 
learning as an educator of each child in your setting?

When considering children’s current interests, how 
do you decide which interests to follow and which to 
ignore? Are some more appealing for their ‘potential 
learning value’ or because they are a ‘better fit’ with 
our own knowledge and resources? How do you 
make these decisions?

Going deeper
Reflect on your current curriculum. Are the focuses 
big enough to be inclusive of children’s emergent 
ideas? Does the curriculum look the same for all 
children? How do you consider such things as 
dispositions?

Find an article from the newspaper or a video clip 
from TV that could provoke conversation and debate 
about what might be appropriate/inappropriate 
knowledge or skills for young children to learn.  
For example, stories around violence, death, human 
rights, sex, war, discrimination, children’s popular 
culture. Share the article or clip with your colleagues 
and discuss whether there are particular subjects 
you would never consider raising through your 
curriculum. Why/why not? What if a child raised  
the subject or it came up in the children’s play?  
What does this reveal about the ways in which  
we make our curriculum decisions?

EARLY YEARS PLANNING CYCLE
Belonging, Being and Becoming
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Examine the principles and practices upon which 
you make your decisions. Are they consistent with 
the Framework and how does it influence your 
relationships and teaching? In what ways does your 
‘intent’ shape your spontaneous interactions?

TRY OUT
As a team or on your own, draw a model of what 
curriculum decision making looks like in your service. 
Consider how you represent: individuals and groups 
of children, families and community, educators’ beliefs 
and practices. Does your diagram show formal and 
long term decisions, daily and spontaneous decisions? 

Using the model you have designed, and using the 
new Framework, consider what looks the same? 
Where are there inconsistencies? Where would you 
place belonging, being and becoming in your diagram? 
Where would you place the Learning Outcomes?  
Trial your new model. This could be done with 
another setting to gain further insight and create  
a learning community.

Look at your curriculum/program—What learning 
areas, whose voices, what types of play, what teaching 
strategies are used? What is being over-used or 
overlooked? 

HEAR ABOUT
Using the Early Years Planning Cycle

Reflect

• Reflect on your professional knowledge, 
which includes your knowledge of each  
child and family and children’s strengths  
and interests.

• Reflect on what the children and families are 
bringing/contributing, saying, doing.

• Reflect on different cultures, ways of knowing 
and being.

• Reflect on what the group and overall 
community priorities are for your setting.

• Collate and show evidence of this thinking.

Question

• How can we use children’s prior learning, 
interests and strengths in conjunction with 
the Learning Outcomes to guide planning for 
children’s learning?

• How are we working in partnership with 
families to plan for children’s learning?

• How can we engage children actively in 
learning?

• What are appropriate teaching strategies/
practices?

• How are we holding high expectations that all 
children will be successful learners?

• How are we striving for effective and equitable 
ways, ensuring that each child has opportunities 
to achieve the Learning Outcomes?

Plan

• Plan for children’s holistic learning using the 
Learning Outcomes.

• Plan the pedagogical learning environment and 
teaching strategies, using the Practices and 
Principles of the Framework.

• Design and set up the physical learning 
environment. 

• Plan for ways to monitor and assess children’s 
learning consistent with the Principles and 
Practices of the Framework.

Act

• Engage with children and families using 
relevant scaffolds.

• Co-construct meaning with children – ensure 
there are sustained interactions and thinking 
experiences with all children in secure, 
respectful and reciprocal relationships.

• Take a supportive role in children’s play, 
guided by the Framework’s Practice Learning 
through Play.

• Model and promote enabling learning 
dispositions.

• Listen and respond to the children’s voices.

• Monitor and reflect on children’s learning and 
pedagogical practices and refine as you go.
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FIND MORE ABOUT
• Early Years Learning Framework, pp.9–19

• Educators BBB Resources CD – Curriculum 
Decision Making; Planning and Learning, 
Promoting Learning, Assessing Learning

• 5 Perspectives on Quality: an article by Lilian Katz

• Reflect Respect Relate—Reflect Respect Relate 
provides a guide for considering the theories and 
approaches that influence practices and planning

• Framework in Action, Stories 13 and 31

Reflect

• What is working and what could we improve?

• In what ways are we ensuring that we are 
considering each child’s belonging, being and 
becoming?

• In what ways do we know which children 
or groups of children are being privileged or 
disadvantaged by our curriculum? In what 
ways are we addressing this?

• How do we accommodate children’s many 
learning styles?

• In what ways are we assessing children’s 
learning and how are we scaffolding and 
extending learning?

• In what ways are we gaining feedback from 
peers, children, families and the community?

• How are we involving children and families in 
the assessing process?

• How are we documenting the learning 
journey for children and educators and how 
are we sharing this with children, families and 
community?

The Early Years Learning Framework 
Principle 3: High expectations and equity

Practice: Learning environments

Outcome 5: Children are effective communicators
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THINK ABOUT
All curricula, whether a national framework or a 
locally developed program, reflect ideas of how 
children should be and what they should become. 
The beliefs of educators are a major factor in how a 
curriculum is planned, what goals are established and 
how relationships and the learning environment and 
experiences are established. Educators’ actions and 
words are observable signs of their:

• theories about how children learn

• understandings about the purpose of early 
childhood programs

• beliefs about young children and families.

They are powerful influences on the outcomes  
for children. 

The Early Years Learning Framework for Australia 
is holistic and integrated and as such this section 
provides an opportunity to explore the relationship 
between all three elements of the Framework’s 
Principles, Practice and Learning Outcomes.

The Principles and Practices of the Framework are 
founded on beliefs that:

• children are capable and competent

• children actively construct their own learning

• learning is dynamic, complex and holistic

• children have agency. They have capacities and 
rights to initiate and lead learning and be active 
participants and decision makers in matters 
affecting them.

Without a guiding curriculum framework, educators’ 
individual images, beliefs and values about what 
children should be and what they should become 
influence both the planned and unplanned curriculum 
experiences and learning of children and can lead 
to wide differences in outcomes for children. 
Commitment to a shared vision about children’s 
learning (see pages 5-8 of the Framework) involves:

• questioning why we do things the way we do  
(our practices)

• reflecting on our practices to make sure that they 
are consistent with the vision.

The relationship of principles and practices is not 
static. It is a dynamic process where what we believe 
and think affects what we do and what we do affects 
what we believe and think. 

It is equally important to listen to the understandings 
each family has for the belonging, being and becoming 
of their own children. A partnership with a family is 
about listening in order to: 

• understand family perspectives

• support family aspirations

• plan for equitable outcomes.

When we understand the various theoretical 
perspectives and the images and beliefs we hold to 
explain learning and development, we are able to 
make well informed choices that build supportive 
environments for children. As educators, we find a lot 
more job satisfaction and professional growth if we 
engage in seriously thinking about what we believe 
and what we do. By reflecting on theories and choices 

4.   LINKING BELIEFS AND THEORETICAL 
PERSPECTIVES WITH PRACTICE:  
EXPLORING THE RELATIONSHIP BETWEEN THE  
FRAMEWORK’S PRINCIPLES, PRACTICE AND  
LEARNING OUTCOMES

Drawing on a range of perspectives and theories can challenge traditional ways of seeing children,  
teaching and learning (Framework, p.11).

WHAT THE FRAMEWORK SAYS



EDUCATORS Belonging, Being & Becoming      15

we open up opportunities to gain new insights and 
make sustainable changes to our understanding  
and practice. 

Understandings about early learning and development 
are now not just linear as in the traditional age/stage 
scientific theories. They also include multifaceted 
views influenced by a range of disciplines including 
health, psychology, sociology and anthropology. 
Our view of learning has changed from a ‘filling an 
empty vessel’ approach to an approach which views 
understandings as being socially constructed, with 
relationships, partnerships and participation central 
to learning. It is more about ‘sparking a flame’ than 
filling the vessel.

Children develop and actively construct their 
understanding in the social and cultural ways of their 
communities, that is, it depends on the context in 
which they are growing up. In other words, children’s 
understandings are constructed as they interact with 
and make meaning from their experiences in their 
complex natural and constructed (physical and social) 
worlds. What does that mean for our pedagogy 
and practice?

One of the starting points in using the Framework 
is to understand our own pedagogy, where it comes 
from and how it affects each child. Our pedagogy is 
made up of principles and practices, influenced by our 
knowledge, beliefs, values, attitudes and perceptions. 
Many of our understandings, beliefs, values, attitudes 
and perceptions are developed in our family and 
community life so in any setting there will be a wide 
range of both images of children and understandings 
about how best to support learning and development. 

Our responsibility as early childhood educators 
working with and for Australia’s children is to 
understand our own principles and practices, 
understand the Principles and Practices of the 
Framework, and work hard to make sure our 
work practices and principles are consistent with 
the Framework. Therefore, fundamental steps to 
implementing the Framework include: 

• understanding the Principles 

• making them part of our interactions and 
practices 

• reflecting on them as we design our learning 
environments and plans for children’s learning 
keeping the Learning Outcomes in mind.

TALK AND REFLECT ABOUT
In what ways are your images of children and beliefs 
about how children learn and develop influencing 
what you do to support children’s learning and 
development and the goals we set for them? 

How do you believe children learn?

Think about your interactions with children.  
Do they reflect what you say you believe about  
how children learn?

What understandings are you building from your 
partnerships with children and families, including 
Aboriginal and Torres Strait Islander children  
and families? How do you demonstrate your 
openness to new ideas and different perspectives? 
What are the new understandings you are building 
and in what ways do these change the perspectives 
and understandings that you have about children’s 
learning and belonging?

Going deeper
What theories and perspectives influence your 
practices? Do you use these ideas in an intentional 
way? How do you talk about them with your team, 
other educators and your families? Does your 
setting’s vision statement reflect theoretical 
perspectives as well? Are your theories and 
perspectives inclusive of other cultures, including 
Aboriginal and Torres Strait Islander culture?

Using the charts in the section, Linking theoretical 
perspectives and practice, on the Educators BBB 
Resource CD, think about an occasion when there is 
conflict between children. Consider how an educator 
using the following approaches might respond: 
behaviourist, developmental, socio-cultural, critical 
and post structuralist.

TRY OUT
Look at a scenario that you or your team would like 
to talk about. Think about two different theories and 
discuss how you would use each theory in practice in 
regard to the scenario. 

Contact your neighbouring setting or work with a 
cluster of settings and find ways to discuss and  
share ideas.
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FIND MORE ABOUT
• The Framework p.9 and p.11

• Educators BBB Resource CD: Pedogogical 
Leadership; Linking theoretical perspectives  
and practices

• Reflect Respect Relate. The Reflect Respect Relate 
resource is designed to encourage discussion and 
debate linking with educational theories  
and practices

• Framework in Action, Story 1

HEAR ABOUT
A journal entry 

I like a framework because it doesn’t tell you what  
to do – it helps organise your thinking and action.  
If I support my colleagues to ‘unpack’ the Framework 
I will be asking ‘Does this fit with what we think 
and do in our program?’ It’s such an opportunity 
to consider what I believe, why I do what I do and 
how, and find out if others can see that. I have not 
really linked back to theorists since I was studying. 
However, I know this impacts on my work as do my 
own experiences as a child and a learner. The other 
thing about the Framework is it will allow me to have 
a conversation with our local childcare centre and 
school. It will be good to talk with others who are also 
wondering what parts of what we do fit and where 
might we need to make changes.

I need to consider how I will reflect the Framework’s 
concepts of belonging, being and becoming in my 
day to day practice. These concepts align with my 
perception of the community’s image of children 
and the way we demonstrate this in our learning 
environments. First step is to question how I engage 
with and enact the Framework’s Principles.

The Early Years Learning Framework 
Principle 3:  High expectations and equity 

Practice:  Learning environments

Outcome 2:   Children are connected with and 
contribute to their world
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THINK ABOUT
The Framework has children’s learning at the core. 
It is the way we build genuine relationships and 
partnerships with families that underpins and enables 
this learning to occur. Building genuine partnerships 
involves a commitment to respectful and reciprocal 
relationships and to supporting families as children’s 
first and most influential teachers. 

Developing relationships and partnerships with all 
families, including Aboriginal and Torres Strait Islander 
families, is integral to ongoing, open and honest 
communication. Culturally competent educators 
acknowledge the diversity of communities and are 
inclusive of all family groups. This will ultimately 
impact on the wellbeing of children and families as a 
whole. When this partnership extends to the wider 
community, including other support professionals, 
wellbeing is strengthened further for all. If a service 
does not meet the needs and aspirations of families 
and communities, it can result in them going away 
dissatisfied and seeking support elsewhere—or even 
not using the service in the first place. This would 
mean that we are failing in our obligation to provide 
appropriate services for all Australian residents  
and citizens.

Early childhood settings are potentially places and 
spaces for building social connections and a feeling of 
belonging to the community. Developing relationships 
and working in partnership requires understanding 
and respecting each family’s nature, culture and home 
language/s. Careful consideration needs to be given 
to those families who may arrive in our settings 

already feeling alienated and unsure based on their 
previous experiences or circumstances. To establish 
genuine relationships and partnerships with families, 
educators find authentic ways to listen to and speak 
with families. Consideration should be given to 
when, where and the way in which we engage with 
families, not forgetting that we are striving for a 
sense of belonging for all our families, It is important 
to be mindful that past experiences may influence 
the way that families approach building relationships 
with us. How can we proceed with sensitivity and 
respect? Do we position ourselves as keepers of 
early childhood knowledge and see it as our business 
rather than a partnership with families? It is now 
recognised that it is our growing of relationships 
with families and our capacities to engage families in 
meaningful ways that underpin everyone’s sense of 
belonging, being and becoming within our settings. 
It is up to us as educators to build an understanding 
of children’s families and communities, spark the 
process of developing relationships and strengthen 
the connections between family, community and 
educational setting.

Children’s sense of belonging and their learning 
are challenged when there is little connection 
between their family, their community and their 
early childhood setting. When children experience 
disjuncture between their worlds or even the 
collision of their worlds, their opportunities to  
grow in belonging, being and becoming are limited.

Learning outcomes are most likely to be achieved when early childhood educators work in partnership with 
families…Partnerships are based on the foundations of understanding each other’s expectations and attitudes, 
and building on the strength of each other’s knowledge (Framework, p.12).

WHAT THE FRAMEWORK SAYS

5.  PARTNERSHIPS:  
WORKING WITH FAMILIES AND COMMUNITY
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Early 
Childhood 

Setting

Family & 
Community Child

When the major aspects of their lives intersect 
through strong connections and understandings, and 
these understandings are incorporated into planning 
for children’s learning, children are much more likely 
to succeed and have a strong sense of belonging.

Early 
Childhood 

Setting

Family & 
Community

Child
BBB

TALK AND REFLECT ABOUT
How and when do you begin relationships and 
communicate with families?

How do you continue to build relationships and 
communicate with families?

How do you celebrate children’s success and 
development with families?

How do you know about the learning that is valued 
and expected for children, including Aboriginal and 
Torres Strait Islander children within their family and 
community local cultural context?

In what ways do you ensure that your early childhood 
setting, decision making and employment processes 
reflect all local families and community members?

In what ways do you broach difficult issues that arise 
and engage in problem solving with families?

How is responsibility for learning and teaching shared 
with families and community?

Draw the three spheres for a particular child in your 
setting and how you see the connections between 
the three spheres. How much do they intersect?  
In what ways could they be strengthened to increase 
the child’s sense of belonging and opportunities to  
be an involved learner?

Going deeper
A parent, recently settled in Australia, spoke with a 
staff member and said “In Australia, you always tell 
us what not to do, but you never tell us what to do”. 
Think about this/discuss this within your team. How 
do you share knowledge with families and make 
aspects of your program explicit? 

How do you share decision making with your 
families? What are you willing to share decision 
making about? What more could be considered?

TRY OUT
Look at your parent information and entrance area. 
What does it tell you about the place of families in 
your setting? What messages do they give families 
about their place in your setting?

Do a parent survey to gain an insight into how 
families feel relationships are continuously being built. 
Consider a telephone survey as a more personal way 
to gain information. What other ways could you gain 
insights from families?

How well does your environment welcome each 
child’s family and support their confidence to 
work in partnership with you for their child’s 
learning? Consider how you might assess how your 
environment is supporting wellbeing.
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The Early Years Learning Framework 
Principle 2: Partnerships

Practice:  Continuity of learning and transitions 

Outcome 3:  Children have a strong sense of wellbeing 

HEAR ABOUT
Jasper is ten months old and spends part of his 
week in my family day care. He has been making 
a variety of sounds for some time now. I have 
noticed sounds in response to people speaking 
and singing with him, and also a self soothing 
while settling to sleep. I have captured a couple 
of moments on camera of Jasper expressing such 
delight at his sound production and even have 
some footage of the particular sound he makes 
when separating from Dad – these are quite 
distinct. What an opportunity for connection.

Jasper’s father and I look at the footage 
together and he ‘hears’ his child being unsure 
and questioning. He says ‘I really feel like Jasper 
and I am having a conversation’, which got me 
reflecting on the opportunity to make this 
learning richer and more visible. I have made a 
plan to be aware of being intentional in engaging 
in culturally appropriate conversation with Jasper. 
I do some reading about children’s understanding 
of language and reflect on how important 
language is for identity. 

I will listen intently to Jasper. Wait and leave space 
for him, engage in turn taking and build a shared 
understanding on what we are conversing on. This 
includes having a mutual gaze and attention on his 
purpose. Listening intently means there may be 
silence because I am also watching intently for his 
action. As the adult I am trying to be comfortable 
with not asking continual questions and making 
space to ‘be’. Someone took a photo of Jasper 
and me in the garden looking and listening. 

The invisible connection between us is 
almost visible in the photo. I complete this 
documentation by adding the quote ‘The child has 
a hundred languages’ (Malaguzzi 1993) and we 

put the photo in Jasper’s folder, and place it in our 
reading place.

Looking at my Framework I see the development 
of belonging, being and becoming in this 
experience for Jasper and for me. I have found a 
path towards making visible the rich competency 
of a baby and have strived towards all five of the 
Learning Outcomes. When I speak with my peers 
and to Jasper’s dad we talk most about Outcome 
Four (not the more obvious Five) because at 
this point in time it seems to be more about 
developing dispositions in learning and knowing 
than sound production and conversation.  
The journey continues…

Cooper’s Story

Partnerships underpin the practice of the Early 
Years Learning Framework. When educators actively 
contribute to genuine and inclusive partnerships 
they gain shared insights and perspectives about 
each child. The Framework recognises families as 
children’s first and most influential teachers and 
promotes partnerships that build on the strength 
of each other’s knowledge. By creating welcoming 
environments where all children and families are 
respected we build trust, open communication 
and shared decision making. In the photo below, 
Cooper’s sense of belonging, his sound wellbeing and 
his involvement is evident as he reads his portfolio 
compiled by his educators in partnership with  
his family.

How are partnerships encouraged in your 
setting? Are your communications inclusive 
of all members of the child’s family? How 
are fathers, grandfathers, uncles and 
brothers welcomed? 
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FIND MORE ABOUT
• The Framework, p.12 

• Educators BBB Resource CD: Working with 
parents and families

• Mosaic approach (Clark & Moss, 2001)

• ‘Asking powerful questions’ (Voght et al., 2003)

• Reflect Respect Relate—Interwoven throughout 
the Reflect Respect Relate resource is the 
importance of relationships with families and 
children and connecting with children’s lives 
beyond the early years setting (experiences  
and language)

• Framework in Action, Stories 28 and 33.

The Early Years Learning Framework 
Principle 4:  Respect for diversity 

Practice:  Cultural competence

Outcome 2:   Children are connected with  
and contribute to their world

Collecting bush tucker  
to make jam
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THINK ABOUT
Cultural competence will be a new term for many 
of us. It is an evolving concept and our engagement 
with it will contribute to its evolution. It has been 
defined as a set of congruent behaviours, attitudes and 
policies that come together in a system, agency, or among 
professionals that enable them to work effectively in cross-
cultural settings (Tong and Cross in VACCA 2008 p.23).

Underlying cultural competence are the principles of 
trust, respect for diversity, equity, fairness, and social 
justice. Cultural competence reinforces and builds 
on our work of the last two or three decades as we 
have endeavoured to challenge and address injustice, 
racism, exclusion and inequity through legislation, 
awareness raising, rights education and an anti-bias 
curriculum. At the heart of cultural competence 
is our aspiration for everyone to be strong and 
confident in belonging, being and becoming through 
understanding and empathy, affirmation and 
opportunity. Cultural competence is about our will 
and actions to build understanding between people, 
to be respectful and open to different cultural 
perspectives, strengthen cultural security and work 
towards equality in opportunity. Relationship building 
is fundamental to cultural competence and is based 
on the foundations of understanding each other’s 
expectations and attitudes, and subsequently building 
on the strength of each other’s knowledge, using a 
wide range of community members and resources to 
build on their understandings.

The five Principles and the Practice of the Framework 
are critical to the development of cultural 
competence.

Cultural competence in early childhood settings is 
important if we are to make a difference in the lives 
of children and families and ensure that our children 
are growing up to be proud and confident learners. It 
is the intent of the Framework that we all strengthen 
our cultural competence. At the heart of cultural 
competence is the ability to interact respectfully, 
constructively and positively with children, families, 
staff and community. This includes educators 
recognising and promoting the critical importance 
culture plays in developing children’s sense of 
belonging, being and becoming. 

The Framework provides new possibilities for all 
early childhood educators to think about and act so 
that all children are strong in belonging, being and 
becoming. It also provides possibilities for all children 
to experience:

• learning that is engaging

• relationships that are affirming

• resilience with a strong sense of wellbeing

• curriculum that builds success for life

• confidence and strength in personal and cultural 
identity.

The development of a strong sense of identity is 
critical in the very earliest years of life and underpins 
the Principles, Practices and Learning Outcomes of 
the Framework. Culture is the fundamental building 
block of identity and the development of a strong 
cultural identity is essential to children’s healthy 

Educators who are culturally competent respect multiple cultural ways of knowing, seeing and living, celebrate 
the benefits of diversity and have an ability to understand and honour differences (Framework, p.16).

WHAT THE FRAMEWORK SAYS

6.  CULTURAL COMPETENCE
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sense of who they are and where they belong. 
Children must have access to services that nurture, 
celebrate and reinforce their culture and support the 
development of their cultural identity.

Cultural identity comes from having access to:

• your culture—its institutions, land, language, 
knowledge, social resources, economic resources

• the institutions of the community (lifestyle)—
its codes for living (social and environmental), 
nutrition, safety, protection of physical, spiritual 
and emotional integrity of children and families

• cultural expression and cultural endorsement 
(Durie 2003).

Being culturally competent doesn’t mean denying our 
own culture or having to know everything about all 
cultures. Rather, it is about being willing to find out 
more about the cultural identities of the children and 
families in our community and using this knowledge 
to develop trusting relationships, respectful 
interactions, understandings of alternate world 
views, meaningful learning experiences, appropriate 
assessments, and firm affirmation of each child and 
their family.

What is culture? Culture can be defined as ‘what 
we create beyond our biology. Not given to us, but 
made by us’ (Williams, in MacNaughton 2003, p.14). 
Using this definition, culture incorporates the scope 
of human diversity and ways of being, such as gender, 
ethnicity, class, religion, ability, age, and sexuality. As 
culturally competent educators we need to think 
deeply about how our work can support each child’s 
developing identity and self worth. 

Respect for diversity requires us to act ethically 
and professionally. To act ethically, we need to think 
about our own values, beliefs and attitudes related to 
diversity and difference and acknowledge and address 
any bias that we may hold. Recognising and addressing 
bias is part of becoming a culturally competent 
educator. The practice of cultural competence 
requires a whole-of-setting focus that promotes 
equity and respect for diversity for all as well as a 
strong approach to countering racism and bias.

Belonging, being and becoming are not new concepts 
to Aboriginal and Torres Strait Islander Australians. 
They are the essence of Aboriginal and Torres 
Strait Islander identities. Access to learning in early 
childhood programs should be maximised, without 
compromising the development of a strong personal 

and cultural identity through a respect for Aboriginal 
and Torres Strait Islander cultures, home languages, 
capabilities and behavioural practices, remembering 
that Aboriginal and Torres Strait Islander families 
and communities have high expectations that their 
children will achieve the same educational outcomes 
as any other children in the program.

TALK AND REFLECT ABOUT 
How do you understand culture?

What does cultural competence mean for children, 
family, community, educator, early childhood setting?

How might your culture, or way you see and 
understand the world:

• affect the relationships you have with children, 
families, colleagues and community?

• advantage some children and families, yet 
disadvantage others?

What opportunities do you provide for parents to 
engage with you in ways that respect and value  
their culture?

How do you support children to explore groups to 
which they belong without reinforcing stereotypes?

How do you assist children to gather information, ask 
questions, seek clarification and consider possibilities 
about their own lives?

Going deeper
Culturally competent individuals are likely to have, 
among other things, a strong knowledge of how their 
own culture shapes their attitudes, perceptions and 
behaviours and an awareness of the limited value 
of stereotyping. Explore these ideas in your next 
professional discussion.

How are you going to use the Framework for more 
equitable outcomes?

TRY OUT
Walk around your setting and take note of the images 
on the walls and picture books. Do they show a 
balanced view of contemporary Australians? Are they 
inclusive or do they present bias or stereotypical 
representations?
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HEAR ABOUT

Being Australian
At our preschool, a young child expressed 
amazement that ‘an Australian girl’ could speak 
Vietnamese. The staff members thought about 
what this comment might reveal about how 
children understood ‘being Australian’. We asked 
each child whether they thought they were 
Australian and audio-taped their responses to  
the question. Their responses were varied, and 
included many children who didn’t know either 
way, and a large number who responded “No”. 
The ‘no’ responses usually included identifying 
with another cultural group. The children’s 
responses revealed an ‘us and them’ way of 
thinking about identity and diversity. It became 
very clear in the explanations that they 
understood ‘being Australian’ was closely linked 
to the way you look and speak. As a team we 
asked ourselves the same question, and listened 
to each of our stories of identity and how we 
came to ‘be Australian’. The stories we shared 

helped us to understand our individual cultural 
identities and our collective understanding of 
‘being Australian’. We examined our pedagogy 
uncovering the ways in which we unintentionally 
reinforced the children’s views. For example, we 
often said, “All the Vietnamese children go with 
Van for story time”. This sparked an exploration 
with the children into a more inclusive 
understanding of what ‘being Australian’ could 
mean. We began by identifying that Australians are 
people who live in Australia, and that all of us 
lived in Australia. From this premise we explored 
the questions: 

If we are all Australians:

 What do Australians look like?

 What do Australians like to eat?

 What games do Australians like to play?

 What languages do Australians speak?

Through this process we had begun to recognise 
and break down some of the stereotypical ideas 
about what it means to be Australian.

FIND MORE ABOUT
• The Framework, Principles, pp.12–13

• Reflect, Respect, Relate. Respect for families, 
children and educators—their diversity, their 
richness and their aspirations is an underpinning 
aspect of Reflect Respect Relate. 

• The journey for educators: growing competence 
in working with Australian Aboriginal and Torres 
Strait Islander Cultures—the next section in  
this Guide

• Framework in Action, Stories 14 and 16
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THINK ABOUT
Cultural competence is much more than awareness 
of cultural differences. It is the ability to understand, 
respect, communicate with, and effectively interact 
with, people across cultures (Framework p.16).

For this document we are defining ‘cultural’ as shared 
attitudes, values, goals, beliefs and practices that 
characterise an institution, organisation or group. 

Likewise we are defining ‘competence’ as the ability 
of all educators to make appropriate decisions and 
effective actions in their setting regardless of the 
absence or presence of Aboriginal and Torres Strait 
Islander children.

Cultural competence as it relates to 
developing relationships with Aboriginal and 
Torres Strait Islander cultures brings together 
those knowledges, behaviours, attitudes and policies 
that are required to engage, build and maintain 
relationships with Aboriginal and Torres Strait Islander 
peoples in all settings to effect positive change in 
early childhood education. This involves:

• cultural competence and cultural safety that go far 
beyond existing notions of cultural awareness and 
cultural sensitivity 

• cultural competence having a legitimate place 
in the positive experiences of all children in 
achieving improved educational outcomes

• cultural competence being integrated in all 
aspects of the delivery of programs in order to 
make the difference for Aboriginal and Torres Strait 
Islander children and close the gap that exists in 
current educational outcomes for Aboriginal and 
Torres Strait Islander learners.

7.  THE JOURNEY FOR EDUCATORS: 
 GROWING COMPETENCE IN WORKING WITH 
 AUSTRALIAN ABORIGINAL AND TORRES STRAIT  
 ISLANDER CULTURES

We embrace with pride, admiration and awe these great and ancient cultures we are truly blessed to have 
among us, cultures that provide a unique, uninterrupted human thread linking our Australian continent to the 
most ancient prehistory of our planet (Rudd, 2008).

Early childhood educators guided by the Framework will reinforce in their daily practice the principles laid out 
in the United Nations Convention on the Rights of the Child (the Convention). The Convention states that all 
children have the right to an education that lays a foundation for the rest of their lives, maximises their ability, 
and respects their family, cultural and other identities and languages (Framework, p.5).

WHAT THE FRAMEWORK SAYS
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Building educators’ competence in relating to 
Aboriginal and Torres Strait Islander children 
and families is a process that is underpinned by 
relationships, evolves over time and must involve 
attitudes, skills and knowledge. Cultural competence 
is a two way learning process. A culturally competent 
organisation that values and respects diversity helps 
everyone feel like they belong. More specifically, being 
familiar with the rich and long history of Australia, 
including our Aboriginal and Torres Strait Islander 
history and culture, enriches all of us. In implementing 
this Framework educators must embed and sustain 
processes to:

• make decisions that are genuinely inclusive

• negotiate and set goals for children’s  
ongoing learning

• model leadership, respect, responsibility  
and accountability

• refine, reflect on and apply skills for  
quality teaching and learning

• share responsibility for teaching and learning

• strengthen policy making, service delivery and 
practice, and continually monitor, reflect on and 
refine this process

• implement their professional obligation 
to embrace the principles of equal access, 
opportunity, and maintain a journey of learning.

CULTURAL COMPETENCE IN 
EARLY CHILDHOOD EDUCATION  
AND CARE

KNOWLEDGE

ATTITUDES SKILLS

CULTURAL 
COMPETENCE

SYSTEMS

EARLY CHILDHOOD
SERVICES

INDIVIDUAL

The elements which underpin successful 
cultural competence include:

Skills: 

• for living and working in the local Aboriginal and 
Torres Strait Islander contexts (socially)

• for working in local Aboriginal and Torres Strait 
Islander contexts (professionally)

Knowledge:

• understanding and awareness of Aboriginal 
and Torres Strait Islander culture, history and 
contemporary societies

• understanding that the importance of 
connectedness to land and spirituality is the core 
of Aboriginal and Torres Strait Islander cultural 
identity

Attitudes:

• exploring individual and societal values  
and attitudes. 

You need all three elements to claim to be culturally 
competent. If you remove one element then you are 
operating in an incompetent state (Rose, 2009).

High quality educators will use their professional 
knowledge and skills and the Principles, Practices 
and Learning Outcomes of the Framework to build 
their cultural competence and engage all children and 
families in children’s learning. They will learn about 
each child, family, community and culture and use 
this to make sure every child has a fair go and the 
opportunities that are their rights.

Cultural competence is always about  
building relationships. 

Cultural competence is a learning journey which is 
underpinned by respectful relationships between the 
children, families and educators, organisations and 
communities, which continually evolve. There is not 
a ‘one size fits all’ approach as Aboriginal and Torres 
Strait Islander cultures are diverse.
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Cultural competence needs to be applied on 
three levels:

Individual level: intra-personal 

• knowledge, skills, values, attitudes and behaviours

Service level: interpersonal and intra-service 

• management and operational frameworks 
and practices, expectations, including policies, 
procedures, vision statements and the voices of 
children, families and community

Systems level: interpersonal and inter-services

• how services relate to and respect the rest of 
the community, agencies, Elders, local community 
protocols, etc.

An open view is a precursor to enable critical 
reflection at individual, service and systems levels. 
In implementing the Framework it is the embedding 
of skills, knowledge and learning together with an 
open mind in cultural competence that supports 
ongoing change for children and educators. Growing 
cultural competence is driven by showing respect, 
acknowledging language, strengthening identity and 
developing relationships.

LEARNING JOURNEY OF CULTURAL COMPETENCE 
a journey, not an endpoint

UNWILLING

WILLING

WILLING 
AND UNABLE

WILLING 
AND ABLE

Willing
Developing an eagerness 
to learn
Some things already 
known

Unable
Emerging state of 
awareness but not 
applying knowledge
Low expectataions
Lip service

Willing
Aspiration—the target, 
goal or objective

Able
Embedded—takes on board
High expectations

UNWILLING AND UNABLE UNWILLING AND ABLE    
Unwilling

Is not prepared to change
Unable

Denial—ignorance
Lack of opportunity
Fear of acting incorrectly

Unwilling
Uncertainty
Fear
Not prepared to take risks

Able
Consolidating—wants to know
more about it (already has 
done some learning)
In a position to put
knowledge into 
supportive 
relationships for 
learning to 
occur

ABLEUNABLE ongoing environmental feedbackongoing environmental feedback

ongoing reflection
ongoing reflection
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How does the Learning Journey of 
Cultural Competence work?
The three elements of cultural competence are 
Attitudes, Skills and Knowledge. These elements 
operate at three levels, Individual, Early Childhood 
Services and Systems. A learning journey of cultural 
competence occurs when ongoing reflection and 
environmental feedback involves and supports 
educators to move up and down the journey 
from unwilling and unable to willing and able. All 
three elements are critical components of cultural 
competence. Cultural competence is not static. As we 
move between and within diverse communities, our 
level of cultural competence changes in response to 
new situations, experiences and relationships.

What does this mean for educators?
Cultural competence is about your attitudes and  
how you assemble your social and professional 
toolkit [of knowledge and skills] in making education 
inclusive for Aboriginal and Torres Strait Islander 
children (Rose, 2009).

Educators will regularly assess themselves, their 
attitudes, their interactions and the learning 
environment for cultural competence as defined  
by Elders and community members.

In reflecting on their attention to cultural 
competence, educators consider the extent to  
which they:

• have nurtured strong family and community 
partnerships

• know and value the culturally specific knowledge 
about childhood, children and learning that is 
embedded within the community in which they 
are working

• critically reflect on their own views and 
understandings of early childhood theory, research 
and practice for the ‘degree of fit’ with local 
understandings, experiences and expectations

• use pedagogical practices that reflect knowledge 
of diverse perspectives and contribute to all 
children’s wellbeing and successful learning.

All children demonstrate their learning in different 
ways. In growing cultural competence, educators will 
empower themselves to look for different ways of 
belonging, being and becoming and alert themselves 
to the dangers of making assumptions about how 
children should be learning and demonstrating 
their learning. 

Most Aboriginal and Torres Strait Islander children 
enter early childhood settings with a strong sense of 
belonging. They learn from close kin and extended 
family from an early age through watching, listening 
and practising their language and culture, rich as it 
is in environmental and human surroundings, both 
explicitly and implicitly. Research tells us that families 
are the child’s first educators.

A number of significant studies from around the 
world have found that children must develop linguistic 
competence and thinking abilities in their first language 
in order to develop higher order academic skills for 
later learning in their second language…for example…
the more children move towards balanced bilingualism, 
the greater the likelihood of cognitive advantages 
(Commonwealth of Australia, 2002, p.6).

Further to this, on seeing learning differently and 
recognising this learning, albeit in ways they might 
not have expected, educators will be responsive to 
children in ways that are affirming of their cultural 
identity, contributing to their pride and strength. 

A culturally competent program uses (involves) the 
full range of rich and meaningful cultural structures 
and resources that are available: extended families, 
Elders, traditional as well as current practices or 
stories drawn from a wide range of community types 
to avoid creating stereotypes (Martin, 2007, p.15).

Cultural competence is about assisting Aboriginal and 
Torres Strait Islander people to build their capacity 
and sustain their strengths to support healthy 
relationships with families and communities, and to 
raise their children to be strong in their culture.
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TALK AND REFLECT ABOUT
• What does cultural competence mean in your 

practice, for children, family, community  
and educators?

• What do you know about the language/s that the 
children bring with them?

• How do you acknowledge the oral traditions of 
Aboriginal and Torres Strait Islander culture in  
the curriculum?

• How do you demonstrate that you acknowledge 
and build on the context and discourse of each 
child and family?

• How will Elders, family and community members 
be invited to share culturally valued ways of 
creating, representing and responding? Are you 
creating time and opportunities for them to  
do this?

• How do you demonstrate high expectations of 
the learning capabilities of Aboriginal and Torres 
Strait Islander children within the program  
and what does success look like for the  
individual child?

• In what ways do you support children’s learning 
and use the cultural tools of the community to 
inspire all children’s thinking?

• What do you know about the learning that is 
valued and expected for children within the  
family and community cultural context?

• If there are no Aboriginal and Torres Strait 
Islander children in your setting, how do you raise 
awareness of the local Aboriginal and Torres Strait 
Islander community?

• In what ways will you build your cultural 
competence to make decisions that inform your 
practice to strengthen the belonging, being and 
becoming, opportunities and success of each 
Aboriginal and Torres Strait Islander child?

• Who will you involve in your journey of learning?

Going deeper
Over the years a large range of frameworks, research, 
programs and policies have been developed and 
implemented to improve educational outcomes  
for Aboriginal and Torres Strait Islander children.  
The Council of Australian Governments is committed 
to closing the gap in educational achievements 
between Indigenous and non-Indigenous Australians 
within a decade. Early childhood education (with 
educators who are culturally competent) has a  
critical role to play in delivering this outcome 
(Framework, p.6).

What is implied by ‘gap’? How might this draw 
attention away from children’s strengths?

As an educator, how do you enhance the knowledge 
and skills of the child built by the family and 
community to abolish this gap?

How does the burden of the gap rest with the family, 
community or with you as the educator?

How are you going to use the Framework to enhance 
the child’s right as a learner and therefore  
close the gap?

TRY OUT
Culturally competent educators will continue to 
reflect on practice through professional learning and 
side by side discussion with communities and families.

Walk around your setting. Does it reflect the local 
children, family and community that you provide a 
service for? How do you know?

Do members of your community come into your 
setting regularly?

What are the barriers for families in accessing and 
feeling comfortable in your service?

Is the learning inclusive of the cultural knowledge and 
understanding of the children, family and communities 
in your service?
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FIND MORE ABOUT
• The Framework, pp.7,12–13

• State and Territories Aboriginal Education and 
Employment Training Departments and Regional 
Aboriginal Education Offices

• Framework in Action, Story 8

HEAR ABOUT
A starting point for a team of educators  
in a children’s centre

Our centre has 130 families using its long 
day care and kindergarten programs. We 
have three busy rooms ranging from babies 
to toddlers and children aged 3-5 years. In 
2009 we began implementing an Aboriginal 
Cultural Studies program. As the leader of the 
centre in a relatively new team the challenges 
included developing the team’s confidence and 
understandings and uncovering the barriers to 
staff exploring ideas about Aboriginal and Torres 
Strait Islander culture with children and families.

We sat down as a team and looked at a Learning 
Continuum in relationship to what staff felt they:

• knew about

• understood

• connected with.

In regards to developing cultural competence and 
a genuine Aboriginal and Torres Strait Islander 
perspective throughout the program, one of the 
outcomes of this discussion was that staff were 
able to identify:

• resources and activities they felt  
comfortable with 

• the relevant curriculum documents we  
could use 

• the parents and community members we 
could tap into.

Issues that were problematic and concerning for 
staff included:

• fear of getting it wrong

• lack of knowledge about culturally  
appropriate practices

• understanding of how Aboriginal and Torres 
Strait Islander cultures differed from theirs in 
terms of things such as gender roles.

The journey continues.
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THINK ABOUT
Play is a valued process for children’s learning, 
thinking, imagination, story making and 
communication. The play of young children includes 
many different types including sensory, explorative, 
physical, creative, symbolic, projective, role, and 
dramatic play and games with rules. All are important 
aspects of children’s learning and development.  
Play provides children with opportunities to express 
a sense of agency and demonstrate their competence 
and be leaders in their own learning. Play can provide 
children with a sense of belonging and being and 
supports the development of children’s individual  
and social identity.

Children use play to participate in their culture, to 
develop the literacy of their culture, to order the 
events in their lives and to share those events  
with others.

Through play, children develop an understanding 
of their social worlds. They learn to trust, form 
attachments, share, negotiate, take turns and resolve 
conflict. Since play varies from individual to individual, 
family to family and across cultural groups, play 
enables children to experience and to begin to 
understand difference and diversity. 

Play for young children begins with reflexive action 
and exploration of their immediate world using  
their senses. 

Through the sensory and embodiment play of babies, 
children’s development of body, self, their risk taking 
and their confidence to explore and make choices is 
strengthened.

Play develops into planned and experimental 
exploring, problem solving, consolidating and 
practising, imagining and creating. 

As children develop the capacity to pretend, they 
develop their own worlds using objects to take on 
the roles and relationships they wish to explore.

Symbolic play (make believe, or pretend play where 
familiar activities may be performed even in the 
absence of materials or social context—for example 
when a child mimes talking on a phone) is crucial in 
supporting children’s developing literacy.

Through symbolic play children create a fictional 
world and tell their stories.

Social play and dramatic play provide a space where 
friendship groups are formed, power relationships 
negotiated, and challenging life experiences are 
explored.

Play provides children with opportunities to be 
supported to learn to make play safe, fair, just and 
equitable for all participants. 

Rich, purposeful play contributes to the development 
of literacy through:

• oral language—using language to script the play, 
negotiate, describe imaginary props or act out 
different roles

• metalinguistic development—naming and 
renaming objects

• understanding of authentic purposes of reading 
and writing

• moving children into their ‘zones of proximal 
development’ where they use increasingly 
complicated language (Bodrova, 2007).

8.  LEARNING THROUGH PLAY

Play provides opportunities for children to learn, as they discover, create, improvise and imagine.  
Children’s immersion in their play illustrates how play enables them to simply enjoy being (Framework, p.15).

WHAT THE FRAMEWORK SAYS
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What about children who  
are not players?
While play is universal, not all children or adults 
have the opportunity to play in a free and supported 
manner. The ability to imagine and play is a skill that 
can be learnt and in early childhood settings it is 
essential that educators in their curriculum decision 
making consider imagination and play as important 
aspects of children’s learning.

For most children, play begins from birth. For some 
children, their early development and experiences 
may have compromised their capacities, knowledge 
and skills to be players. For these children, educators 
support children’s development as a player using 
intentional teaching strategies to explicitly teach 
children the skills they need to be a successful player.

A useful way to assess children’s play skills and 
plan intentional teaching strategies is the following 
progression spanning the birth – six age period.

• Imitates sounds and gestures

• Experiments with new sounds, gestures, reactions

• Pretends to be an adult, animal, monster

• Role reverses—uses a special toy as a significant 
other, talking to it, asking it questions, and then 
reverses roles and answers on its behalf

• Uses symbols and toys to represent  
characters, objects 

• Takes on the role of others

• Engages in dramatic play separated from other 
play activities

• Drama. All of the above and increased 
improvisation. Ideas are tested and repeated.

(adapted from Jennings 1999, p.73)

As educators we facilitate learning through play 
when we use the Practices of the Framework and we 
consider that children learn from having: 

• meaningful experiences with others who are 
more competent players. Competent players can 
resource, role model, extend, give specific play 
knowledge and facilitate children’s entry and exit 
from play and their interaction with others

• access to and good attachment with primary 
caregivers

• uninterrupted and prolonged time to play

• a variety of spaces in which to play

• access to a range of resources that can be used to 
enrich and extend their play

• opportunity to pursue their interests, passions 
and theories

• the skills and knowledge to engage in a range of 
play experiences

• resources that are rich with sounds, words and 
materials that are culturally and contextually 
meaningful.

TALK AND REFLECT ABOUT
How did you play as a child? What are the aspects 
from your childhood play that you think are 
important for children today? What role did adults 
take when you played as a child?

How do you play now?

How can children make choices about resources 
and play spaces? Do they always have access to the 
resources and spaces they want and need? Who 
makes decisions about resources and spaces? Is there 
shared decision making between adults and children?

To what degree are children involved in the various 
types of play at your setting? What conditions extend 
and limit their involvement?

How does your environment support learning 
through different types of play? 

Is there an equal balance in the time and resourcing 
for play in the indoors and outdoors? What potential 
does the outdoors hold that may not be fully 
realised?

In what ways do you use the cultural tools of the 
community to inspire children’s thinking and play?

Going deeper
Assessing play
In what ways do you document and assess play?

Do your assessments do justice to children’s play and 
their self initiated activities?

Play is rich with meaning but these meanings remain 
undiscovered unless as educators we devote time 
to observe, document and interpret the meaning 
inherent in children’s play. Think about: Which children 
play alone? Which children play together? What 
are children’s interests, dispositions and attitudes 
and how do these influence their play? How does 
children’s play progress over time?
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How do you use your observations and 
documentation to plan for play?

What play engages and involves children at a deep 
level? Are there some episodes of play that are 
superficial, repetitive, exclusive or limiting for some 
children? How does play affect children’s wellbeing 
and sense of belonging? Who, and how do we 
decide? In what ways can we strengthen children’s 
involvement in meaningful, deep level play?

How do you make visible the connections between 
children’s play and their learning—for planning, for 
families, with children?

How do you engage with children when their play is 
unfamiliar, makes you uncomfortable or challenges 
your ‘rules’ of engagement or expectations?

In what ways do you show respect for children’s  
play choices?

How do you share the excitement and passion for 
play with families?

TRY OUT
Adults can take a range of roles, set up and facilitate 
play, observe, monitor and support children’s 
participation. You can direct the play or you can be a 
co-player. To reflect and evaluate your own skills in 
play, take a video of you and your peers involved in 
play with the children. View the footage and discuss 
what roles the educators took on, using the following 
roles identified by Jones and Reynolds (1992). 

• Stage manager

• Mediator

• Player

• Scribe

• Assessor and communicator

• Planner

Where were the educators positioned? What 
language could you hear? Did supervision and 
routines cause missed play opportunities? 

Discuss the different play roles and the ones in which 
you feel most comfortable. What impact might this 
have on children’s play?

Develop a play pedagogy for your setting.

• Consider your beliefs about play and learning.

• Consider your systems. In what ways do you 
manage all your responsibilities (such as, for 
example, safety, routines, relationships, tasks, 

intentional scaffolding) and engage with children 
in play?

• What opportunities do you have to practise your 
own co-playing skills?

• How, when and why do you challenge children’s 
choices in play?

• What different roles do you take in children’s play? 
Why?

• In what ways could professional development 
opportunities strengthen your support of 
children’s play?

Review how you currently market and promote play-
based learning to the community. Consider making 
some resources, such as posters, newsletters or a 
collection of powerful stories about the learning and 
teaching possibilities in different play experiences.

The Early Years Learning Framework 
Principle 3:  High expectations and equity

Practice:  Learning through play

Outcome 5:  Children are effective communicators
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FIND MORE ABOUT
• The Framework, p.15

• Educators BBB Resources CD – Promoting 
Learning

• Reflect Respect Relate—In Reflect Respect Relate 
environments that provide for play and the 
development of enabling learning dispositions  
are explored

• Framework in Action, Stories 24 and 35

HEAR ABOUT
1. Several parents have approached me concerned 
that children are spending too much time playing 
and not enough time ‘learning’, especially to do 
with literacy. These concerns provided me with 
the opportunity to promote the value of play  
and communication in developing children’s 
literacy skills. 

The children have been doing amazing things with 
the clay where there has been great evidence of 
their imagination, symbolic play and thinking skills. 
Joseph made four dinosaur models, describing 
them as four tyrannosaurus rex, who were really 
mean and out hunting for meat. He made a tree 
with a bird dinosaur—a pterodactyl, but he was 
safe because he could fly away. Emily made a 
birthday cake using pop sticks for candles and 
said it was for her cat Monty who was going 
to be six years old. Luca told his friends he had 
been watching the Grand Prix on television and 
he made two cars and then created a track for 
them to race on. He gave a commentary as he 
manipulated the two cars on his track.

I took photos of the children’s creations and 
recorded their stories. I used this documentation 
with parents to illustrate the importance of 
children creating and representing events 
and telling stories for the development of 
literacy and learning to read. Their stories have 
important meaning to the children and help them 
understand that they can create a representation 
(using symbols) of their understanding, that their 
stories can be documented with symbols and that 
the written word has meaning.

2. Peter, aged 4, is tentative in his relationships 
with other children and has limited imagination 
and entry skills to engage in play. He sits silently 

when we have small group singing and does not 
participate in any of the actions for finger plays. 
As a staff team we planned for Peter to join 
in small music and movement groups. Sue, our 
teacher, played with the children to create new 
sounds and gestures and imitate and act out 
different animals. While hesitant at first, Peter 
became very vocal at imitating different sounds 
and to our surprise became very animated 
acting the role of a cat chasing a ball of string. 
We continued with these experiences, moving 
from individual activities to playing in pairs (such 
as Row, Row, Row Your Boat) and then some 
group games (Down in the Pawpaw Patch). Peter 
became more animated and involved each time. 
One morning we had the story ‘Captain Pugwash’ 
and we put out paper bags and scraps for the 
children to make puppets. Helped by George, 
Peter drew a face on the paper bag and then put 
it on his hand and ran around laughing, “Pugwash, 
Pugwash, a good pirate, a good pirate, he’s good 
not bad”. The other children celebrated his 
achievement with much laughter.

For Peter this was the beginning of his 
personifying with characters.

A couple of weeks later, Peter on arrival went to 
the dress up box and put on a coat and flowered 
hat, looked at himself in the mirror and ran 
outside giggling. He took the steering wheel from 
the shed, put it against some outdoor blocks and 
pretended to drive the car. After a few minutes 
he ran around calling out, “crash, crash, crash, car 
crash, bad car crash” and then made ambulance 
noises. Although he played alone he was totally 
engaged and kept repeating his theme.

For Peter this was the beginning of his role taking 
and enactment.
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THINK ABOUT
The importance of continuity of learning and 
transitions is one of the Practices in the Framework 
and this section of the Guide will help you support 
children and their families in managing change and 
making transitions.

Children make many transitions throughout 
childhood, and as these transitions occur they need 
support in the separating and settling processes, to 
enable them to build trust in their new environments. 
In addition to the various types of transitions 
referred to in the Framework (p.16), young children 
in early childhood settings make transitions:

• from home to early childhood settings

• between different early childhood settings: care to 
kindergarten and back to care 

• from the baby room, to the toddler room, to the 
kindergarten room, to school

• between different home settings, eg shared 
parenting

• when there is a new addition in the family or a 
loss in the family

• during everyday routines in an early childhood 
setting (play, to group time, to lunch, to play etc).

In exploring and developing understandings to 
effectively manage change, children need support in 
learning to:

• discover that changes that are expected and 
timely are easier to handle

• build on understandings from previous changes to 
help manage new ones

• develop meaningful routines that can help in times 
of change

• choose special, loved people or transitional 
objects to help bridge the gap between the 
familiar and the unfamiliar

• recognise that at times of some change, emotions 
may take some time to resolve

• discover that some new safe situations can 
provide new opportunities

• discover that they have some agency over some 
changes in their lives

• begin to explore ways to support others  
during change

• realise that uncertainty and change are part of life.

9.   CONTINUITY OF LEARNING  
AND TRANSITIONS

Children bring family and community ways of belonging, being and becoming to their early childhood settings. 
By building on these experiences educators help all children to feel secure, confident and included and to 
experience continuity in how to be and how to learn (Framework, p.16).

WHAT THE FRAMEWORK SAYS
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TALK AND REFLECT ABOUT
What transitions do you make every day in your own 
lives and how do you feel? How do you cope with 
them? Would this be similar or different for children?

What signals a transition for children? How do you 
know what children understand of transitions?

What communication is occurring between adults 
when children are in transitions?

Do children and families have a voice in their 
transitions? How are they heard?

In whose interests are the transitions designed 
– child, educator, family, school? Who makes the 
decisions and how can schools and prior to school 
settings work together with families to ensure that 
everybody’s interests are included?

Cultural and family obligations mean some Aboriginal 
and Torres Strait Islander families will be transient. 
How do you involve these children and families in a 
meaningful way?

As a preschool educator, how do you use the  
Principles and Learning Outcomes of the Framework 
to document and report a child’s learning to inform 
school based educators in a meaningful way as they 
plan for children’s learning using the Australian 
Curriculum?

Going deeper
The Framework, page 16, talks about children 
bringing ways of belonging, being and becoming to 
their early childhood setting. When children make 
transitions in your setting are you considering their 
belonging, being, becoming? Choose a transition that 
is occurring in your setting and consider children’s 
experience of belonging, being and becoming within 
that transition. Could transitions look different for 
each child?

TRY OUT
List all the transitions that happen in your setting 
every day. Choose one of the transitions you would 
like to improve. Brainstorm ways in which it could 
look different from a child’s perspective and then 
from an adult’s perspective. 

Now, using the examples of evidence described in the 
first Learning Outcome (children have a strong sense 
of identity) discuss how the transition routine might 
support children in developing a strong sense of 
identity. Are there other ways we can be doing  
this transition? 

Develop transition booklets that document the 
children’s thoughts on what making a transition 
involves. These could be used to prepare and support 
children going through the transition process. For 
example, you could make a book in which children 
who have already made the transition to school give 
younger children advice about what they might need 
to know when it’s their turn. Similarly, books could 
be made around moving from one room of the child 
care centre to another, from one setting to another, 
having a new baby at home, and saying goodbye to 
your mum or dad.
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FIND MORE ABOUT
•	 The Framework, p.16

•	 Educators BBB Resources CD: Continuity of 
learning and transitions

•	 Reflect Respect Relate - Reflect Respect Relate 
provides a guide for professional debate and 
inquiry, ideally in teams and networks across 
service types. It provides an opportunity to 
build relationships between settings, share a 
common language and investigate the pedagogies 
supportive of children’s transitions and learning

•	 Linke, P. (2006) ECA, Managing change with infants 
and young children 

•	 Framework in Action, Stories 9, 10,  
11 and 12

HEAR ABOUT
Extract from the Early Years Learning and Curriculum 
Continuity project: final report for the South Australian 
Department of Education and Children’s Services, 
Dockett et al (2007).

Children’s perspectives on 
transition to school
The children who participated in this project 
through conversations and drawings had 
some clear views about school and about the 
differences between preschool and the first 
year of school. As did their parents, the children 
described school as a positive place particularly 
when they had a good teacher and when there 
were opportunities for play. 

Playing featured highly on children’s descriptions 
of what they liked about school. Playgrounds 
and specific playground equipment were the 
subject of many drawings. Some of the challenges 
children reported in play related to being asked 
to use equipment, or play games when they were 
not familiar with these. There was a definite 
sense that these children regarded play as a 
time to engage in familiar experiences, rather 
than to master new ones. Play was a means 
for ordering the day for some children. They 
described their day in terms of when play times 

occurred, such as at recess and lunch times. 
These perspectives contrast with comments from 
both parents and educators, who focused on the 
perceived educational value of play and children’s 
opportunities to learn through play. 

Children in both preschool and the first year of 
school noted that friends were important. Not 
knowing anyone when starting the first year of 
school was identified as contributing to feelings 
of anxiety and fear. Having a friend, or being sure 
about making friends, was associated with feeling 
happy and confident about starting school.  
Some children also noted that buddies and 
siblings were significant for them. 

There was some ambiguity about the differences 
between Preschool and the first year of school. 
Children who had not yet started the first year 
of school suggested that there was not much 
difference. However, children who were already 
at school did note some major differences. These 
were described in terms of experiences, with 
the sense that there was more time for play at 
preschool. Both preschool and the first year 
of school were described as fun. One group 
of children remembered preschool as a time 
when they could make things. Their memories 
of making and the pleasure that came from that 
were evident in their discussions. 

The Early Years Learning Framework 
Principle 2: Partnerships 

Practice: Continuity of learning and transitions

Outcome 2:  Children are connected with and 
contribute to their world
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THINK ABOUT
Children will demonstrate their learning in many 
and varied ways. Therefore the ways of gathering, 
documenting and analysing evidence to assess 
learning in your setting will also need to be varied. 
Documentation and assessment should not focus 
exclusively on the end points of children’s learning 
and educators’ teaching. Give equal consideration to 
the ‘distance travelled’ and recognise and celebrate 
not only the giant leaps that people take in their 
learning but the small steps as well. Educators 
use children’s responses and body language to 
inform minute-by-minute decisions about where an 
interaction or learning experience might lead. In this 
way, assessment is occurring alongside learning.

Documentation records and creates evidence of 
learning. Documentation is turning the experiences 
that you observe, hear, see and feel into written 
or pictorial records that can be shared, revisited 
and extended over time. Rich documentation 
incorporates multiple perspectives and makes 
learning visible to the learning community. Multiple 
perspectives include voices of educators, children, 
peers, families and other professionals. Naturally we 
wouldn’t seek to document every aspect of  
children’s learning.

Assessment refers to an ongoing process of using 
observations or evidence to make judgements 
about children’s learning and educators’ pedagogy. 
Assessment includes interpreting children’s learning 
against learning outcomes in order to plan for further 
learning and to report to parents and others about 
children’s learning. 

Documenting and assessing learning enables 
educators in partnership with families, children and 
other professionals to:

• adopt a range of approaches for observing, 
gathering and documenting children’s learning

• use evidence to inform future planning, reflect on 
the effectiveness of teaching, make judgements 
about a child’s developing capabilities and respond 
in appropriate ways

• use the Learning Outcomes of the Framework 
as key reference points against which children’s 
progress can be assessed and communicated

• engage children as active participants in recording 
and reflecting on their learning and the processes 
of learning

• share information and strengthen partnerships 
to support children’s learning in and beyond the 
early childhood program 

• consider and evaluate curriculum, practices  
and relationships.

Assessment for children’s learning refers to the process of gathering and analysing information as evidence 
about what children know, can do and understand. It is part of an ongoing cycle that includes planning, 
documenting and evaluating children’s learning (Framework, p.17).

WHAT THE FRAMEWORK SAYS

10.  ASSESSMENT FOR LEARNING
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This model places assessment within the context of 
two critical curriculum components that influence 
children’s learning. It demonstrates the importance 
of assessment incorporating not only what children 
know and can do, but also assessment of our 
pedagogical principles and practices. Educators 
can assess their pedagogy using the Framework’s 
Practices and Principles.

It is critical to remember that no one assessment 
tool or method will give you a full picture of a child’s 
learning. Particular assessment tools have been 
designed for specific cultural contexts and purposes. 
To retain a holistic view of a child, educators use a 
range of assessment tools and methods. Sensitive 
users of assessment use real situations and methods 

that open up, rather than narrow down learning. 
They are aware that all learning occurs within a social 
context which includes their teaching. 

In order to be assessed, children need to have 
had opportunities to learn any knowledge, skill 
or disposition, either through prior experience, 
intentional teaching, modelling or planned for through 
the curriculum and the learning environment. 

To give children opportunities to show what  
they know and can do, we need to collect  
evidence over time and in a range of situations,  
rather than making judgements based upon  
limited or narrow information. 

What is the  
valued learning?

How children  
learn and  
educators  

work

How  
do we  

know:
• what  

to plan?
• what children  

are learning?
• what children  

have learnt?

Children’s 
learning

The intersection of the three critical curriculum components  
for children’s learning

Research, evaluation and theory underpin early learning

Assessment
Observation in

learning experiences

Questioning

Feedback

Self assessment

Peer assessment

Reflection

Curriculum content  
and outcomes

Understandings 

Dispositions

Knowledge

Content

Skills

Pedagogical principles  
and processes
Ethical and respectful

Child-adult balance

Joint attention

Prior learning

Responsiveness

Holistic

Continuity

Relationships

Involvement

Wellbeing

Equity

Intentional teaching

Rights:

• contribution 

• participation

• language

• play

‘Built from Wardlaw 2008, 
National Curriculum Board Melbourne.’
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The following table provides some guidance for choosing assessment methods and tools.

Assessment principle Assessment practice (what this means in practice)

Assessment pedagogy
Ethical assessment Systems and staff select assessment methods and tools which provide 

children with opportunities to confidently demonstrate their capabilities.

Dynamic assessment Systems and staff select assessment methods and tools where interactions 
between the assessor and the assessed are in the context of meaningful, 
supportive and respectful interactions.

Forward measuring 
assessment

Systems and staff select assessment methods and tools which include 
the ability to assess children’s potential, rather than just their actual 
development/learning.

Child oriented assessment Systems and staff include assessment methods and tools where children can 
assess themselves.

Assessment content
Assessment should match 
the curriculum

Criteria for checking the content and method of assessment: 

• What is the emphasis? Is there an over-emphasis on things that can 
be easily measured? 

• Are the important understandings able to be assessed?

• Is community specific valued content well represented?

• Are the assessment pedagogies not too time consuming leading 
to assessing skills or understandings which are not rich,  
complex or integrated?

• Are they the most appropriate or useful tools or methods? 
Sometimes, tools and strategies that are ‘easy’ to use are not always 
the most appropriate.

• Do they encourage staff to teach to the assessment task, rather than planning 
a broader curriculum? Remember: important learning for children may 
involve learning outside of set assessment tasks.

Fleer et al (2008)

 
The Early Years Learning Framework 
Principle 4:  Respect for diversity 

Practice:  Learning environments

Outcome 4:   Children are involved and  
confident learners
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TALK AND REFLECT ABOUT
What does observing documenting and assessing 
look like in your setting?

How does observing, documenting and assessing in 
your setting include children’s and families’ voices? 

What does ‘success’ look like for individual children? 
How do children experience ‘success’ on a daily 
basis? Who recognises and interprets ‘success’? 

How do you give children feedback about their 
learning?

How do you get children to assess their own 
learning?

How do you know about the learning that is valued 
and expected for children within the family and 
community local cultural context, including Aboriginal 
and Torres Strait Islander children? In what ways is 
this valued and assessed in your setting? By whom?

Going deeper
Reflect on this quote:

‘When educators assess children’s learning, their intention 
is to find out, make sense of what they discover and to 
use what has been learnt to facilitate ongoing learning.  
In this way, assessment becomes one part of the 
day to day process of teaching and learning. It is an 
integral rather than separate activity in the curriculum 
development process’ (Drummond 2003, p.14).

Do you agree or disagree? How do you currently 
view assessment? Consider if it is a tool used for 
‘testing’ the end result or ‘part of the day to day’ 
process?

TRY OUT
Gather the evidence you collect on children’s 
learning. Compare the information to gauge if the 
ways you monitor children’s learning are fair, credible 
and equitable. Are there more observations and 
evidence collected on one child than another?  
Are there children who have been overlooked?  
Are there learning areas that are not visible?  
Are children only observed as individuals or as 
part of a social group? Does the evidence capture 
a holistic view of each child? Does the evidence 
represent children’s broader family and  
cultural contributions? 

On enrolment and at various ‘check in’ points ask 
families what they think success is looking like for 
their child. In partnership with the family, document 
joint hopes and aspirations for the child’s wellbeing 
and learning that can be used in the planning process.

Create scrapbooks or learning stories that document 
the contribution of children’s and families’ ideas in 
your setting.
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HEAR ABOUT

Assessing children’s capacity to 
care, empathise and respect
Observing

Currently we have a broad curriculum focus on 
Outcome 1, point 4: children have a strong sense 
of identity. After the recent arrival of ‘Peppa’ 
the rabbit to the kindergarten, a number of 
observations were documented noting children 
banging on the rabbit cage, poking the rabbit 
with rulers, and feeding the rabbit play dough. 
The observations were discussed and analysed by 
staff and we decided to investigate the children’s 
capacity to empathise with the rabbit.

Assessing

We began by assessing children’s current 
knowledge by brainstorming with the children 
what they thought a rabbit would need to feel 
safe and cared for. It was a very short list.  
From the list an area was set up, using the 
children’s ideas, for the children to  
experience being a rabbit.

Documenting

Staff collected evidence as the investigation 
unfolded—the initial brainstormed list, 
children’s drawings, work samples, photographs, 
observations of the children being the rabbit, 
children’s thoughts and comments about what 
rabbits think, do and learn.

Analysing and assessing

A second brainstorm a week later revealed that 
after experiencing being a rabbit, the children 
had far more ideas and insight into a rabbit’s 
needs and feelings. Again the children’s ideas 
were incorporated into the rabbit play area. 
Observations of the play revealed the play was 
becoming more sophisticated than just hopping 
and chewing on a carrot. The play now involved 
a person to care for the rabbits and began to 
focus upon the relationships between the rabbits. 
The documentation revealed rich individual 
and collective narratives of care and empathy 
and powerful evidence of learning across the 
investigation. These stories were shared through 
displays and learning stories, and enabled staff 
to reflect upon the quality of the teaching and 
learning experience.

FIND MORE ABOUT
• The Framework pp.17–18

• Educators BBB Resources CD: Assessing learning

• Learning and Teaching Stories: Podmore and Carr 
(1999)

• Framework in Action Stories 6 and 25.  
The stories from the field provide a range of  
ways that educators have documented and 
assessed children’s learning. They are unique  
and context specific snapshots and show that 
both the educators and children are learners.

• Reflect Respect Relate. The Involvement lens 
in Reflect Respect Relate supports educators in 
noticing children’s intellectual engagement and  
the environments that support this.
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THINK ABOUT
The Framework identifies three types, or levels, of 
outcomes for planning for, facilitating and monitoring 
all children’s learning:

• belonging, being and becoming are the big 
picture aims, or level 3 outcomes

• the five Learning Outcomes with their 
19 sub elements are broad, longer term goals of 
integrated competencies, processes, understandings 
and dispositions, or level 2 outcomes

• points of evidence are the shorter term 
objectives and are often discrete skills or content, 
or level 1 outcomes that enable children to 
achieve the Learning Outcomes.

Belonging, being and becoming and the five Learning 
Outcomes describe life competencies which are 
dynamic and in a continual state of becoming—
becoming more complex, richer and more expansive. 
They are not discrete skills to be achieved and 
checked off. Skilful educators use all three levels of 
outcomes in their planning, as they are embedded 
within, build on, and complement each other. Each 
level acts as an enabler for the next level.

The Framework has drawn on conclusive 
international evidence to identify the big picture 
and long term outcomes. These outcomes provide 
broad direction for early childhood educators in early 
childhood settings so that all children can experience 
learning that is engaging and builds success for life 
(Framework, pp.5–8).

When we plan for children’s learning, we make 
locally based and culturally appropriate decisions, 
relevant to our children and communities about 
the content and skills each child needs to become 
competent and confident within each learning 
outcome. It is at this level that we notice and plan 
for a lot of variation guided by the Framework’s 
Principle 3: high expectations and equity, believing 
in all children’s capacities to succeed. Each child 
and group of children will be at different points in 
their journey towards the big picture outcomes 
that have been identified for all children. Children 
and groups of children will bring to the curriculum 
ranges of: interests and understandings; family and 
community experiences; developmental pathways and 
temperaments and dispositions. 

Aboriginal and Torres Strait Islander children bring 
to the curriculum their particular histories, cultures, 
languages and traditions of their families and 
community. Culture is central to a child’s individuality, 
identity and sense of belonging and success in  
lifelong learning.

Children’s early learning influences their life chances. 
In order that each child’s aspirations in life and 
learning, of belonging, of being and of becoming, are 
not compromised through stereotyping or personal 
agenda, educators deliberately and thoughtfully create 
and broaden opportunities for children to explore, 
follow and expand a wide range of interests and 
roles. Educators find supportive ways to challenge 
stereotypical ideas which may limit children’s 

11.  LEARNING OUTCOMES

Working in partnership with families, educators use the Learning Outcomes to guide their planning for 
children’s learning. In order to engage children actively in learning, educators identify children’s strengths and 
interests, choose appropriate teaching strategies and design the learning environment. Educators carefully 
assess learning to inform further planning (Framework, p. 9).

WHAT THE FRAMEWORK SAYS
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aspirations and engage children in understandings of 
alternative perspectives. 

From our data collections, we identify what each child 
and group of children brings and use the information 
to plan and monitor learning experiences for children, 
using all three levels of outcomes so that each  
child is strong in belonging, being and becoming  
and each child expands their capacities within the  
five Learning Outcomes. This shifts the focus from 
just knowing content and having skills, to children 
applying their understandings in a range of contexts 
and developing dispositions to sustain, expand and 
deepen their enjoyment in learning and relationships, 
their capabilities and their ways of learning. 

The outcomes tables detailed in the Framework 
(pp.20–44) support planning, monitoring and  
assessing children’s learning and educators’ practices,  
to facilitate learning within each of the outcomes. 

TALK AND REFLECT ABOUT
How does your curriculum decision making 
demonstrate high expectations for all children and 
provide opportunities and access to learning to 
enable them to be successful learners,  
and confident and strong in their identities?

What is important to you and your team for children 
to learn? What would the outcomes of this learning 
look like? How are they similar/different to the 
ones in the Framework? Do you think there are any 
outcomes missing from the Framework or are there 
any you would add? 

In what ways do the selection of resources, the 
images, the grouping of children, the interactions and 
the learning opportunities you choose for children 
maintain, limit, challenge or broaden opportunities, 
aspirations and understandings of children’s sense of 
how they belong, how they can be and who they can 
become?

How do you ensure that children feel safe, secure and 
strong physically, emotionally and spiritually? In what 
ways do you understand the meaning of these terms 
for all children,

Considering your setting’s latest plans for children’s 
learning, at what levels are the outcomes? In what 
ways are you considering all three levels? Are you 
currently planning for children’s higher level thinking 
and dispositions? How does the Framework support 
you to do this? What other information do you need?

How might children’s desire to ‘belong’ lead them to 
adopt the majority culture and ways of being? What 
are the risks of belonging, or not belonging? How do 
you as educators influence children’s belonging and 
becoming in their own culture?

Going deeper
Keep in mind always the present you are constructing.  
It should be the future you want (Alice Walker, 1989, 
in The Temple of my Familiar. London: Penguin Books). 

With the above quote from Alice Walker in mind, 
discuss A Vision for Children’s Learning (Framework, 
p.7). How do your planned outcomes, principles and 
practices contribute to the Framework’s vision for 
the future of and for our children? What does it mean 
for how you act and teach right now?

TRY OUT 
Consider the following outcome statements from 
the Framework.

• All young Australians become:

• successful learners

• confident and creative individuals

• active and informed citizens (p.5)

• Fundamental to the Framework is a view of children’s 
lives as characterised by belonging, being and 
becoming (p.7).

• The Framework conveys the highest expectations for 
all children’s learning from birth to five years and 
through the transition to school. It communicates 
these expectations through … five Learning 
Outcomes (p.8).

• There is provision for educators to list specific 
examples of evidence and practice that are culturally 
and contextually appropriate to each child and their 
settings…The points described within each outcome 
are relevant to children of all ages (p.19).
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Using the diagram below, consider at which level each of these outcome statements fits and discuss why.

LEVEL 2 
OUTCOMES

Processes, 
dispositions, 
integrated 

understandings

LEVEL 3 
OUTCOMES
‘Big picture’  

aims, life roles

LEVEL 1 
OUTCOMES
Discrete skill, 

content

(Developed from Spady, 1994 & Costa & Garmston)

Display the Learning Outcomes described in the 
Framework to your community. Ask them to share 
their understandings and beliefs about what each 
outcome means for them. 

Literacy and numeracy capabilities are important 
aspects of the Children are effective communicators 
Learning Outcome and are vital for successful lifelong 
learning. Examine your current documentation and 
the value given to early experiences in literacy and 
numeracy in your setting. Find and share resources 
that promote the everyday aspects of literacy and 
numeracy in children’s play. Examine how they fit 
within the three levels of outcomes.

Consider working in this way for each key 
component of learning for each of the Learning 
Outcomes.

The Early Years Learning Framework 
Principle 1:  Relationships

Practice:  Intentional teaching

Outcome 5:  Children are effective communicators
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HEAR ABOUT
1. Mai is four and attends our kindergarten 
setting several times a week. She has a strong 
identity as a conservationist and a family culture 
strong in performance and creation. She will 
often ask her family questions such as “How  
much water is there in the world anyway?”  
What a question! On the wall we have an 
interactive space for ‘home noticing’ and when 
this question is written up the children begin to 
discuss and act upon their theories. “Why does 
the water not ‘fall off ’ the world? Is this rain? 
Why is rain always blue in books? What colour 
are tears? Did you know some kids have never 
had a bath? That place called the Red Sea—is it 
coloured red or is that a ‘trick’ name? Can you 
eat an iceberg?” 

As the adult in the space I am not sure of many 
of the answers and must give some of my power 
away to true inquiry. I find myself saying quite 
often “I am not sure. How could we find out?”  
We explore many avenues and in this experience 
I am the prompter, the organiser of ideas,  
the resourcer, the reviewer and the recorder.  
We call the water board and they are of little use. 
It seems they are not sure either and are a bit 
cross about not knowing; we all learn something 
about being embarrassed and confused! We melt 
ice, we dig trenches, we collect tears in glass jars 
and look at paintings at the local gallery. One of 
our grandpas comes in to talk about the water  
in his dam and tells us about a dreaming story.  
We explore books that represent water 
differently on each page because the artists  
have different visions.

Mai, the child who began this journey decides 
while looking at the different representations 
of water, that tears change colour according 
to how we feel. She ‘knows’ our experiments 
do not confirm this but believes it in her 
‘imagination’. The documentation involves 
records of conversation, sequences of photos, 
children’s voices as they reflect on themselves 
in an experience, collections of story and 
reference books and numerical data around 
theories. Signs and maps are made and structural 
representations in clay, sand, ice and charcoal,  
are preserved or photographed. 

As the children slowly begin to drift towards 
other wonderings and theories (Does a circle 
have sides? What’s that straw called that feeds 
your baby in your womb?), we have a review 
meeting. What do we know that we did not know 
before? How much water is there in the world 
anyway? “TONNES and LOTS” they say. I look 
back at our mind map and read to the children 
these very words. At the beginning we said that 
‘TONNES and LOTS’ did not tell us enough of 
an answer. Mai replies “Well because of all our 
learning we know how big TONNES and LOTS is. 
It was so much thinking, and now we know it is 
so, so, so, so very big”. What a satisfied response.  
I look to my Framework to include this journey 
in my transition document as Mai moves 
spaces and consider her learning within the 
outcomes. Most powerfully both I and the family 
see how Mai is growing in her competence 
as a communicator of learning and the skills 
developed in representing her ideas in many  
and complex ways.

2. Today at work I had a conversation with a 
mum where I really had to think about promoting 
learning and using the Framework Outcomes. 
Her child has not long started in the three 
year old room and she wanted to know if we 
did botany classes because one of her friend’s 
children was ‘taking botany’. 

My first thought was ‘botany, botanic, that’s about 
plants right?’ I started to talk to the mum about 
all the experiences of botany her child may have 
in our environment. I was particularly thinking 
about the Outcome—Children are connected 
with and contribute to their world.

There are many different trees in our yard, in fact 
our rooms are named after native trees. 

We look at leaf fall and tree roots and nuts and 
seeds all the time, we grow vegies and herbs and 
the children choose and label and track growth 
with measurements and diagrams. We eat what 
we can. 

Often natural materials turn up in children’s 
construction and visual representations. Oh and 
we climb the trees, swing from their branches 
and measure ourselves against their bark. 
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See that piece of tree up there on the sink in a 
jar—we are trying to make it grow again after 
it was accidentally pulled from the ground by 
the children’s roadway. We are not sure if it will 
survive but we are going to try.

Last week we tried sticky tape to reattach some 
leaves, we are testing out a theory of whether 
brown and crispy leaves ever ‘come back to  
be living’. 

If the children want to know, we explore the 
scientific name for things that grow in our space. 
We know about scientific names because of 
dinosaurs and insects.

So do we do botany?—sure planning for learning 
using the Framework Outcomes means you 
know about botany—we just don’t call it that.’

FIND MORE ABOUT
• The Framework, pp.19–47

• The Educators BBB Resources CD Outcomes 
section provides further elaboration on each of 
the five learning outcomes with specific details 
about each age group with examples of childeren’s 
learning and further ideas for assessment and 
planning

• Educators BBB Resources CD – Numeracy 
Matrix; Numeracy Reflective Continua; Language 
and Literacy Development in teh Early Years 
– a guide for recognising and supporting 
litracylearning; Literacy Reflective Questions 
for planning with the Framework’s Learning 
Outcomes

• Reflect Respect Relate provides a guide for 
examining the connection between educators’ 
relationships and practices and children’s 
wellbeing and involvement in learning. Learning 
outcomes are maximised when children’s 
intellectual capacities and dispositions are 
recognised, valued and extended

• Framework in Action, Stories 31 and 34

The Early Years Learning Framework 
Principle 1:   Secure, respectful and reciprocal 

relationships 

Practice:  Responsiveness to children

Outcome 3:   Children have a strong sense  
of wellbeing
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Active learning environment: an active learning 
environment is one in which children are encour-
aged to explore and interact with the environment to 
make (or construct) meaning and knowledge through 
their experiences, social interactions and negotiations 
with others. In an active learning environment, educa-
tors play a crucial role of encouraging children to dis-
cover deeper meanings and make connections among 
ideas and between concepts, processes and repre-
sentations. This requires educators to be engaged 
with children’s emotions and thinking. (Adapted from 
South Australian Curriculum Standards and Accountability 
(SACSA) Framework, General Introduction, pp10 & 11).

Agency: being able to make choices and decisions, 
to influence events and to have an impact on one’s 
world.

Children: refers to babies, toddlers and three to five 
year olds, unless otherwise stated.

Co-construct: learning takes place as children 
interact with educators and other children as they 
work together in partnership.

Communities: social or cultural groups or 
networks that share a common purpose, heritage, 
rights and responsibilities and/or other bonds.  
‘Communities’ is used variously to refer, for example, 
to the community within early childhood settings, 
extended kinships, the local geographic community 
and broader Australian society. 

Critical reflection: reflective practices that focus 
on implications for equity and social justice. 

Curriculum: in the early childhood setting 
curriculum means ‘all the interactions, experiences, 
activities, routines and events, planned and unplanned, 
that occur in an environment designed to foster 
children’s learning and development’. [adapted from 
Te Whariki].

Dispositions: enduring habits of mind and actions, 
and tendencies to respond in characteristic ways 
to situations, for example, maintaining an optimistic 
outlook, being willing to persevere, approaching new 
experiences with confidence.  

Early childhood settings: long day care, occasional 
care, family day care, Multi-purpose Aboriginal 
Children’s Services, preschools and kindergartens, 
playgroups, creches, early intervention settings and 
similar services.

Educators: early childhood practitioners who work 
directly with children in early childhood settings.

Intentional teaching: involves educators being 
deliberate, purposeful and thoughtful in their 
decisions and actions. Intentional teaching is the 
opposite of teaching by rote or continuing with 
traditions simply because things have ‘always’ been 
done that way. 

Involvement: is a state of intense, whole 
hearted mental activity, characterised by sustained 
concentration and intrinsic motivation. Highly 
involved children (and adults) operate at the limit 
of their capacities, leading to changed ways of 
responding and understanding leading to deep level 
learning (adapted from Laevers, 1994).

Children’s involvement can be recognised by their 
facial, vocal and emotional expressions, the energy, 
attention and care they apply and the creativity and 
complexity they bring to the situation. (Laevers)  A 
state of flow Csikszentmihayli cited in Reflect, Respect, 
Relate (DECS 2008).

Learning: a natural process of exploration that 
children engage in from birth as they expand their 
intellectual, physical, social, emotional and creative 
capacities. Early learning is closely linked to early 
development.      

12. GLOSSARY OF TERMS
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Learning framework: a guide which provides 
general goals or outcomes for children’s learning and 
how they might be attained. It also provides a scaffold 
to assist early childhood settings to develop their 
own, more detailed curriculum.

Learning Outcome: a skill, knowledge or 
disposition that educators can actively promote 
in early childhood settings, in collaboration with 
children and families. 

Literacy: in the early years literacy includes a 
range of modes of communication including music, 
movement, dance, story telling, visual arts, media and 
drama, as well as talking, reading and writing.

Numeracy: broadly includes understandings about 
numbers, patterns, measurement, spatial awareness 
and data as well as mathematical thinking, reasoning 
and counting.

Pedagogies: practices that are intended to promote 
children’s learning. 

Pedagogy: early childhood educators’ professional 
practice, especially those aspects that involve building 
and nurturing relationships, curriculum decision-
making, teaching and learning.

Play-based learning: A context for learning 
through which children organise and make sense 
of their social worlds, as they engage actively with 
people, objects and representations. 

Reflexivity: children’s growing awareness of the 
ways that their experiences, interests and beliefs 
shape their understanding.

Scaffold: the educators’ decisions and actions that 
build on children’s existing knowledge and skills to 
enhance their learning.

Spiritual: refers to a range of human experiences 
including a sense of awe and wonder, and an 
exploration of being and knowing.

Transitions: the process of moving between home 
and childhood setting, between a range of different 
early childhood settings, or from childhood setting to 
full-time school.  

Wellbeing: Sound wellbeing results from the 
satisfaction of basic needs - the need for tenderness 
and affection; security and clarity; social recognition; 
to feel competent; physical needs and for meaning in 
life (adapted from Laevers 1994). It includes happiness 
and satisfaction, effective social functioning and the 
dispositions of optimism, openness, curiosity and 
resilience. 

Zone of Proximal Development (ZPD) is 
Vygotsky’s term for describing the difference 
between what a child can achieve/learn independently 
and what a child can achieve/learn with guidance 
and assistance of adults or collaboration with more 
experienced, capable children. Learning in the ZPD 
depends upon relationships.
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EDUCATORS’ STORIES AND MODELS FOR PRACTICE
*  This document represents written and photographic reports from practitioners on their practice. In order to 

present their stories to you in authentic form photo quality may vary. 

14.   THE EARLY YEARS LEARNING 
FRAMEWORK IN ACTION
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