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Aims and Rationale 

This research intends to investigate the impact graduates and in particular Early Years Professionals (EYPs) are having on the children’s workforce. 

Methodology

A literature review was carried out incorporating key text, government websites and Internet sources as well as current journal articles. Following the literature review a qualitative study was carried out using semi structured interviews of employers of graduates/ EYPs in the PVI sector in the Doncaster area. A focus group meeting was held with EYPs from the existing EYP network to establish their experiences of leading practice and their role as an agent of change; this enabled discourse analysis to take place. University Centre Doncaster (UCD) is currently working with the EYPS training provider Best Practice Network (BPN). The first cohort of ECS students from UCD embarked on the EYPS training with BPN in September 2009, several candidates are presented as case studies. Using several research instruments elicits a breadth and depth of data resulting in valuable dialogue (Brock, 2006).
Introduction and background

The history of professional development and practice

The development of the Early Childhood Studies (ECS) degree has been part of the wider context as to how society views children, women, families and employment (Calder, 2008). During the 1980s there were attempts to improve the training and qualifications of the workforce. Nursery workers were channelled into childcare from school as it was deemed an ‘easy option’ (Penn and McQuail, 1997) and many nursery workers, predominantly young females, were not prepared for the high demands of the job; requiring high skill levels and a flexible and reflective approach. Those who were qualified to a supervisory level held a level 3 qualification, the equivalent of a two year post-secondary qualification in comparison to the equivalent graduate level qualifications held by the other professionals such as health visitors and qualified teachers (Calder, 2008).

In 1990 the Early Years Training Group (EYTG) formed at the National Children’s Bureau and campaigned for the introduction of ECS degrees. They cited evidence from the Rumbold Report, Starting with Quality (DES 1990) and other research that the quality, education, training and pay of staff were linked to the quality of children’s development (Whitebook et al., 1990). By 2004 more than 40 universities had validated ECS degrees. Practitioners with prior learning and experience had the opportunity to APEL onto the second or third year of a degree course. In 2002 Foundation Degrees in Early Years were established within university centres from a growing recognition for the need of the sector to employ skilled, qualified staff, provide a pathway for professional development and offer a way of learning that allowed practitioners to remain in employment. Completing students were able to join the third year of an ECS degree programme in order to achieve an honours degree.

Practice elements were introduced into Early Childhood Studies degree programmes to reflect student competencies showing that their assessed practice matched against the National Qualifications Framework (NQF) Level 3 Occupational Standard; enabling graduates to work directly with children in a supervisory capacity upon graduation. These were recognised by the Sure Start Unit of the DFES and placed on the Children’s Workforce Qualifications website, which lists the qualifications that Ofsted accepts for regulatory purposes. This database is now maintained by the Children’s Workforce Development Council (CWDC, 2007). 

ECS degrees have been recognised by the Higher Education Quality Assurance Agency (QAA) as a subject appropriate for a benchmark statement; this statement outlines the defining principles (Appendix 1).

There are shortages of experienced graduates (DCSF, 2008) with relevant specialist knowledge in many of the areas in which the CWDC are trying to implement new developments. The DayCare Trust (2005) reported on the EPPE research study involving 3,000 nursery children which showed that children do better if the staff team included a qualified teacher - this is often not the case in private, voluntary or independent nurseries, according to Daniela Deale, the Day Care Trust Charity policy officer and campaigns manager. The following table represents the level of staff qualification by sector.

Table 1 Qualification profile of the Early Years and childcare workforce, 2007
	Group
	NVQ level 3

(Or above) %
	NVQ level 6

%

	Full day care/early years workers
	61
	3

	Full day care/early years workers in children’s centres
	61
	7

	Sessional  (playgroups) early years workers
	52
	3

	Registered childminders

(self employed)
	36
	2

	Early years provision in maintained schools
	44
	24


Adapted from DCSF, 2008

40% of nursery workers are currently educated only to NVQ level 2. "We know that the skills and qualifications of staff are paramount to achieving successful outcomes for children," says Deale (2005). Evidence from the EPPE report (Sylva, 2004) is concurrent with these findings:

‘Settings which have staff with higher qualifications, especially with a good 
proportion of trained teachers on the staff, show higher quality and their

 children make more progress’ (Sylva et al. 2004).

The DayCare Trust suggested that 60% of the children's workforce should be graduates, with the remaining 40% educated to at least NVQ level 3, a far cry from the current statistics.
The EY workforce has received unprecedented attention from policy makers and media alike with it being hailed the solution to society’s ills. By focusing on the young child and the early years educators (EYE) a raft of social phenomena can be addressed (Osgood, 2006). It is suggested that children are given the best opportunities to fulfill their potential as they are the citizens, workers, parents and leaders of the future (op cit). The government is clear in their message that investment in children enabling them to contribute in positive ways throughout their lives is money well spent and will in turn reduce the cost of social failure (DfES, 2005.
Early Years Professional Status

In a bid to continue to raise the standards of the Early Years workforce the government introduced an Early Years Professional (EYP) role following the publication of the Ten Year Childcare Strategy (HM Treasury et al., 2004) and a consultation with the children’s workforce which  led in turn to the development of the Children’s Workforce Strategy (DfES, 2005). The commitment to the EY workforce and expansion of the provision of services was enshrined in the Childcare Act 2006. One of the key aspects of this piece of legislation was the emergence of the Early Year Foundation Stage (EYFS) document as a mandatory curriculum framework to be implemented by all those who work with 0-5 year olds. Education and care were recognised as inseparable facets to a child’s learning and development; historically settings were separated into those that cared for babies and young children and those that educated them (Sylva and Pugh, 2005). 

The CWDC commissioned Formation Training and Development to design the assessment process and support the implementation of the initiative. Early Years Professional Status (EYPS) is designed to encourage graduate professional leadership in the Early Years as evidence suggests that this has a positive impact on children’s outcomes. It was designed to be akin to the ‘new teacher’ model emerging from New Zealand (OECD 2006; Moss 2003). Jane Haywood chief executive of the CWDC describes the status as the gold standard for working in early years (Bloom, 2007)

It is envisaged that Early Years Professionals (EYPs) will: lead practice across a range of settings that will deliver the Early Years Foundation Stage (EYFS) (DCSF, 2008); support and mentor other practitioners; and model the skills and behaviour that safeguard and support children. The EYP is expected to act as a change agent who raises standards in EY settings leading practice in the Early Years Foundation Stage (EYFS).

EYPS is awarded to graduates from any discipline who successfully demonstrates that they have met 39 Early Years Professional National Standards which set out the knowledge, understanding, skills and other attributes that an EYP working with children from 0-5 years will need. EYPS recognises an individual’s expertise as a practitioner and professional leader but it is intended to be the first stage in a continuum of professional development laying the foundation for subsequent professional and career development (CWDC/NFER, 2008). There is a choice of four pathways which are centrally funded by CWDC (CWDC, 2006). If the candidate is from an unrelated discipline a 12 month full pathway is taken, the remaining pathways: short, 4 month; long, 15 month, depend on the candidates experience in working with young children, 0-5 years. The validation route is for very experienced graduates only. There are currently 31 higher education institutions providing EYP training along with a four private providers.  
The government has supported the development of graduate leaders with EYPs as leaders of the Early Years Foundation Stage (EYFS) and aims to have a qualified EYP in each of the planned 3,500 children’s centres by 2010 and in every full day care provider by 2015, with two in full day care settings located in the 30% most disadvantaged areas by 2015 (Pugh and Duffy, 2010). There are currently more than 2,500 graduate-level EYPs and a further 2,400 on one of the training pathways (Murray, 2009). The Children’s Workforce Strategy was established with £250m funding to support the costs of fees, bursaries, supply cover, and mentoring support for all candidates in the PVI sector. 130 local authorities have already received funding and started to lay the foundations for EYP networks in their area bringing together EYPs in a variety of different ways which  helps them develop their role in leading practice, delivering change, embedding continuous quality improvement in their setting and offering children brighter futures.

Evaluation of the impact of Early Years Professionals (EYPs)

CWDC and the National Foundation for Educational Research (NFER) collaborated over a research project which investigated the early impact of Early Years Professional Status (2008). The research was conducted through interviewing a sample of Early Years Professionals (EYPs) and their employers, either face to face or over the telephone, about their experiences around six months after EYPS had been achieved. The project focused on the role of the EYPS workers, and how these individuals had impacted on line management, leadership and practice within Early Years settings. A number of areas, including additional responsibilities taking on key roles (Pearce, 2008), career progression, and recognition of EYPS among other professionals, were also investigated to identify successes and highlight areas that needed improvement.
The greatest positive impacts of EYPs were recorded in the knowledge and understanding of how best to support young children’s learning; and the knowledge of effective management skills (Ofsted, 2008). The findings indicated that EYPs had broadened their perspective and were now taking a more setting-wide role with responsibility for improving practice across all the rooms of the setting. This was illustrated by their increased responsibility for ensuring the environment within a setting was appropriate for children to develop and learn; mentoring staff on areas of practice and being better able to support colleagues and ensuring practice is in line with the welfare requirements of the EYFS (2008). Another key area of increased responsibility was in work effectively with other agencies which has been claimed to have a positive impact in terms of supporting children and parents (NFER/CWDC, 2008).
In addition responsibilities had increased was special educational need with some EYPs had taken on the designated special educational needs role within their setting and were undertaking the on-going training associated with this. One practitioner described her current role:
.. I have structured time every week to go around the

different rooms and look at their planning and assessment, and look at

how we can extend the learning further and make sure practice is

appropriate. These changes are as a direct result of obtaining EYPS. I

would not have had that role had I not done it. I have more confidence.

I understand that there is more to my role. I now have the confidence

to go to my manager and say that things aren’t working and that we

should change them. After I have had that training my views are taken

on in a different way than perhaps they would have been before. Now I

have more experience in leading others.

Pre-school teacher in a private nursery
(in NFER/CWDC, 2008)
EYPs have declared that the training has given them the opportunity to reflect, evaluate and develop better practice through the consolidation of their existing knowledge and gaining a better understanding of the theory underlying practice, government policy and working with different age groups. EYPS is a as a valuable tool that gives professionalism to EY education (Pearce, 2008). They have reported that they have become more confidence as practitioners with an increased awareness of the importance of the EY. 

Barriers faced by EYPs and concerns within the sector

The research carried out by NEF and CWDC documented barriers that EYPs faced. A lack of understanding of EYPS and negative attitudes towards EYPS appeared to prevent them taking on new responsibilities; in the absence of an established job title McGillivray (2008) described a level of uncertainty in their defined role. The EYPs Status was not widely recognised and there appeared to be a lack of information about what the Status meant. In some instances there was resistance to the progression of the EYP on the basis of the Status which was related to the perceived lack of equivalence to QTS (NEF/CWDC, 2009). 

 Most of the barriers reported did not relate to any lack of capability of the EYP, or to the EYP’s ability to take on more leadership of practice responsibilities but to a lack of resources, both time and financial. Additional barriers were reported due to: a lack of opportunity within the setting for the EYP to take more responsibility; constraints of the EYP’s existing role/job description; constraints in the setting/staff structure and the need for the EYP to gain more experience. 

There remain concerns over the overlapping roles of EYPs and qualified teachers and the disparity in knowledge, pay, status, and conditions (Kirk and Broadhead, 2007; Pearce, 2008). This is a current thread that Jarvis et al. (2010) commented on leading to confusion and frustration for qualified EYPs. It is worth noting that a lack of clarity regarding EYPS and QTS and their equivalence seems to be impacting on progression opportunities for EYPs (NEF/CWDC, 2009). Some employers reported their concern that they would lose staff because they were not able to increase their responsibilities once EYPS had been achieved or they would lose staff since they were not able to reward them financially (op cit).
The disparity continues in the required length of experience and training routes stipulated for EYEs and teachers. UNICEF recognises that the training dimensions for ‘high quality care’ stipulate that 50% of staff in early education centres should have a minimum of three years tertiary education with specialist qualifications in early childhood studies. However in the UK a primary teaching qualification, with no specialist training in the developmental needs of pre-school children, is all that is needed. One might argue that the skills set the EYP has is often wider than the QT and their importance for the under 5s is equally if not more important than the teacher, and therefore the pay and status should be equally apportioned. 

 For many ECS graduates the postgraduate route to teaching remains a quicker and better –remunerated route to working directly with children. Indeed the perception of lack of parity of status has led some EYPs to progress onto teacher training courses in order to progress within their career. It has been suggested that there is the potential for a two-tier system to emerge, whereby qualified teachers are more highly regarded than EYPs (NEF/CWDC, 2009).

A continuation of the occupational gender segregation contributes to the difficulties in improving pay and thus status of the predominantly female Early Years workforce, currently 97%. The traditional and widely held idea that work in early years services is ‘naturally’ gendered has led to the continuing devaluation of women and devaluing of their roles within EY (Cameron, 2001; Peeters, 2007). Some (such as Liddle, 2006) proclaim that being an EY practitioner is the same as being a parent, and are dismissive of the need to promote the status and training of the workforce.

A tension arises from the dichotomy between a workforce that is construed as caring, maternal and gendered as opposed to professional, degree educated and highly trained (McGillivray, 2008). 

Conclusion
Brock (2006) undertook a clear examination of what components contributed to a model of a professional across many disciplines: medicine, law, education and social work, to reveal common factors. The following dimensions were addressed: knowledge, education and training, skills, autonomy, values, ethics, and reward. The research identified that for a professional framework to be sustained there needed to be ongoing dialogue between practitioners, policy-makers and academics. Training and CPD were reported as crucial to both sustaining professionalism in all seven dimensions and in response to an ever changing social context. This is an aspiration that is according to  McGillivray (2008) only now becoming within the grasp of the EY workforce. 
It is clear that the role of childhood professionals is a vital one, valued for its social, cultural, educational and political importance (Oberhuemer, 2005).
. 
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Appendix 1

2 Defining principles

· Programmes of study in ECS aim to produce an understanding of the ecology of

early childhood, and children in ecological context. Ecological context should be

understood as encompassing both time and geographical space, and encompassing the

contexts of family, and children's and family services (ie early childhood services). The

focus is on the development of the child in context and the implications for practice.

Studying children and early childhood ecologically means that it would be inappropriate

to specify an age at which early childhood ends because this will differ according to

societal and cultural contexts, practices and customs, and because the attention to child

development in ecological context also situates young children in the lives and practices

of families, societies and cultures that precede and succeed them.

· The degrees aim to consider theory in relation to the implications for practice.

They aim to enable students to evaluate and develop appropriate pedagogical

approaches to work with children and families.

· The interdisciplinary nature of the area of ECS takes account of the ecology of

children's lives, in studying the complexities of family life and of children's development

from conception onwards, thus signifying the importance of both the intricate and

interactive continuum of growth and development, and the significance of early

childhood across cultures and societies. In response to the nature and importance of

holism, programme structures aim to incorporate all aspects of development as well as

the family's role, the impact of economic and other stress factors, the risks within the

environment, and the legislation aimed at protecting and caring for children.

· The programmes aim to present multiple perspectives and to draw on a range of

significant disciplines, such as history, psychology, education, health, welfare, sociology

and social policy, cultural studies, the law, and political and economic perspectives. This

enables students to understand and analyse the processes that shape childhood and

children's lives in a way that fosters critical evaluation, and which includes an

understanding of the contested and changing nature of the concept of childhood,

ethical principles and children's rights. 

(The Quality Assurance Agency for Higher Education 2007)
