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Abstract 

This thesis reports on an inquiry that was focused on identifying 

and understanding the processes that adults in young children’s lives 

engage in when establishing and maintaining relationships that support 

mathematical learning during the transition to school. The aim of the 

inquiry was to set up the optimal conditions for relationships to occur and 

then to identify and understand the processes that the adults engaged with 

when coming together. 

The inquiry employed a Design Based Research Methodology to 

design and implement a small-scale intervention at two different sites. The 

intervention involved, researching and then creating the ‘optimal’ 

conditions for adult relationships that focus on the mathematical learning 

of children to emerge, and then studying what transpired. The purpose of 

implementation was to derive a set of draft design principles that could be 

employed by others to guide future practice and research.  

The Indigenous lens of the Cultural Interface (Nakata, 2000) was 

drawn upon to examine the space that was created when the adults came 

together. This afforded a way to gain a better understanding of adult 

relationships that support the mathematical learning of children making 

the move to school, including how such relationships emerge and are 

maintained in action.  

The draft principles that are presented in this thesis represent the 

findings of the study. These findings are not definitive but rather provide a 

starting point for those embarking on similar research or practice. They 

provide insight into adult relationships (that focus on the mathematical 

learning of children) as they emerge in action, including what might 

support might be necessary to facilitate such relationships in the context of 

starting school.  
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Glossary 

Educators: Adults who interact directly or indirectly with children to 
support their learning. In this thesis this is an inclusive term that 
encompasses both teachers and families.  
 
Early Years Learning Framework (EYLF): Curriculum framework that has 
been designed to support the learning and development of children 0-8.  
 
Families: This is an inclusive term used to describe those who are primarily 
responsible for the day-to-day care of children, including, but not limited 
to, their parents. 
 
First Year of School Teacher (FYS Teacher): A four-year university educated 
teacher working in the first year of formal (primary, elementary) schooling. 
 
Kinder: The year directly before the first year of formal schooling. This year 
is also sometimes described as pre-school. In this thesis both terms are 
used interchangeably to describe the educational setting that children 
attend immediately before the first year of school. 
 
Pre-school: See Kinder 
 
Prior to School Teacher (PTS Teacher): A four-year university educated 
teacher working with children in the year immediately prior to formal 
(primary, elementary) schooling.  
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Chapter 1 -Introduction to the study 

PHASE ONE 

1.1 Prologue  

The impetus for this investigation stemmed from personal 

experience. My brother has ten children, eight boys, and two girls. During 

their preschool years I have witnessed all of these children excel in many 

areas of learning but particularly in the area of mathematics. They are 

exceptional problem solvers, are consistently putting forward their own 

mathematical arguments, they are pattern identifiers and creators, and 

their mental arithmetic and ability to work with money has to be seen to 

be believed! The familial situation and the experience of being a member 

and contributor to the familial group, has both shaped and nurtured the 

growth of this mathematics learning. There have been varying obstacles 

and many challenges within the family, but through these challenges, 

sophisticated mathematical knowledge, understanding, and competency 

have emerged.  

 

For my nieces and nephews, the primary school years have been a 

somewhat different experience from those of the preschool years. Each of 

the children has arrived at school with a vast array of powerful 

mathematical ideas and understandings. However, after six months of 

being in the primary school context all of the children have struggled with 

school mathematics. In fact, each of the children’s classroom teachers 

assessed their learning as being 6-12 months behind their cohort in all 

areas of mathematics in the first year of school. This pattern has continued 

as they have progressed throughout the grade levels. 

 

For many years, I have puzzled over the notion as to why this might 

be, exploring and posing a myriad of questions. There appeared to be a 

problem, in that the children’s existing mathematical understandings were 



13 | P a g e  
 

somehow lost in the process of starting school. I was curious as to why this 

might be, whether this was a known educational problem, and if so, if 

there was a solution or remedy to address this issue. I wondered why the 

competencies and skills that I had witnessed with mathematics in the 

children’s home lives were not being recognised in the primary school 

classroom. These curiosities provided the impetus for this study. 

 

1.2 Introduction 

This thesis reports an emergent project that has utilised the 

methodology of Design-based Research (DBR) (Brown, 1992). In 

subsequent chapters, there is an explicit explanation of the DBR 

methodological approach. In this chapter, there is a brief overview of 

Design-based Research (DBR) and how it was conceptualised in this 

project. Studies that draw on DBR are presented as an unfolding narrative 

that emerges over time. This overview outlines the emergent nature of the 

project reported, including how the project came into fruition. It should be 

viewed as an introduction to the unfolding and emergent narrative that is 

presented in this thesis. The following section provides this overview.  

 

1.2.1 Design Based Research 

DBR is “a series of approaches, with the intent of producing new 

theories, artifacts, and practices that account for and potentially impact 

learning and teaching in naturalistic settings” (Barab & Squire, 2004, p. 2). 

It is an emergent approach that can be likened to Action Research in that it 

both identifies and works to address real world problems in everyday 

contexts. The distinction between DBR and Action Research is found in two 

discrete processes - the priority or major goal of the research, and the roles 

of the researcher and participant (Reeves, Herrington & Oliver, 2005).  

 

The major goal of DBR projects is the generation of theory (Reeves 

et al., 2005). This generation occurs throughout the project and is 

presented through the formulation of a set of design principles at the end 

of the research process. The production of design principles is at the heart 
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of a DBR analysis; the idea is to generate theory through the study of 

practice.  

 

In relation to roles, researchers in DBR projects initiate, design and 

drive the research process. While this is often achieved by working in close 

collaboration with research participants in their real world settings, the 

difference between DBR and Action Research lies in who initiates and 

steers the research. In contrast to Action Research, in DBR it is the 

researcher.  

 

DBR studies are pragmatic in that both “knowledge and action are 

intimately connected” (Juuti & Lavonen, 2006, p. 57). They are also 

typically interventionist and require an intensive and (often) long-term 

commitment by both researcher and practitioner. The starting point in DBR 

studies is to seek out a theoretical solution to an identified problem. Juuiti 

and Lavonen (2006) suggest that this might be described as a “theoretical 

problem analysis” and explain that the aim of this analysis is to develop “a 

tentative strategy by which to manage the problem” (p. 60). 

 

In this study, the first step in the research process stemmed from 

my own personal experience: the observations of my nieces and nephews’ 

journeys into the primary school classroom. This observation provided the 

first awareness of a potential educational problem - children’s existing 

mathematical understandings might somehow be lost as they make the 

transition to school – and in turn triggered the process of further 

investigation. Such investigation involved a closer examination of the 

identified potential problem through a preliminary review of the research 

literature, a “theoretical problem analysis” (Juuiti & Lavonen, 2006, p. 60). 

 

The purpose of the preliminary literature review was to gather 

some theoretical insight about the problem that I had encountered 

through my own lived experience. Once this was established, the 
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development of a tentative strategy toward a possible solution to the 

problem was the goal.  

 

In the following section of this chapter, the preliminary analysis of 

the research literature is presented. This literature is now dated but it is an 

important inclusion in the thesis as it represents the first step in an 

emerging research process. It demonstrates how the conceptual 

foundations of the educational problem were identified (Peterson and 

Herrington, 2005), and how the possibilities for a solution to this problem 

began to emerge.  

 

The literature examined in the preliminary literature review was 

analysed differently to more traditional research approaches. Seeking out 

both understanding and a tentative solution to the potential educational 

problem was the primary goal of this analysis. This is different to more 

traditional research approaches that examine the literature to identify 

theoretical gaps and build a case for investigation. In chapter two a second 

review of the literature is presented. The purpose of this second review is 

to position the study within a theoretical context, and to further explain 

and justify the methodological approach. 

 

The preliminary literature review is organised under five headings:  

 Collaboration in mathematics education;  

 Building on what children know;  

 Transitions and relationships as children start school;  

 The meeting of people; 

 Partnerships that support learning; 

 

These headings provide insight into my initial thinking at this time. 

They also provide an overview of the types of literature that this thinking 

guided me toward at the beginning stages of the inquiry. For example, I 

puzzled as to whether it was a lack of collaboration, relationship or 

partnership between ‘teachers and teachers’ or ‘family and teachers’ that 
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impacted on my nieces and nephews’ ability to bring their existing 

mathematical understandings into the school setting. This was a challenge 

to which I sought further understanding. I also wondered how first year of 

school teachers ascertained and supported the prior knowledge of children 

in the context of starting school and what different contexts offered to 

children’s learning, so these were another avenues of investigation.  

 

The following section presents the preliminary literature review. 

This literature review was conducted at the beginning of the doctoral 

candidature in 2010-2011.  

 

1.3 Preliminary Research Literature  

1.3.1 Collaboration in Mathematics Education 

There is overwhelming evidence, both in national and international 

literature that children arrive at school with a vast array of mathematical 

experience (Bishop, 1988; Boulton-Lewis, 1996; Clarke, Clarke, & 

Cheeseman, 2006; Clements & Sarama, 2004; Ginsburg, Choi, Lopez, 

Netley, & Chao-Yuan, 1997; Hughes, 1986; Perry, Young-Loveridge, 

Dockett, & Doig, 2008). This experience includes the development of many 

powerful and well-developed mathematical ideas, and an informal 

mathematical knowledge that is both varied and complex. A number of 

studies have suggested that very young children, including babies and 

toddlers, utilise, interact with, process and master a variety of quantitative 

information, and engage in sophisticated problem-solving long before they 

commence formal education (Lakoff & Nunez, 2000; Sophian, 2009).  

 

Whilst these are not new findings, they are findings that have 

generated renewed interest in research and in policy in the Australian 

context (Perry & Dockett, 2007a). Perhaps this renewed interest is a 

realisation that there is now much of evidence suggesting that the early 

childhood experiences of children not only lay the foundations for future 

mathematics learning, but that they also ensure that children arrive at 

school with a mathematical history. Such history consists of past and 
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present experiences with mathematics, observations of and interactions 

with mathematics, and culturally specific and relevant ways of knowing, 

learning, and doing mathematics.  

 

A variety of research has focused on building teacher capacity to 

recognise the mathematical histories of children, and to assist in the 

development of pedagogical approaches that support this concept 

(Clements & Sarama, 2007; Harley, Perry, & Dockett, 2007; Papic, Mulligan, 

& Bobis, 2009; Perry, Dockett, & Harley, 2007). For example, Papic and 

colleagues (2009) worked in collaboration with preschool staff to develop, 

monitor, and implement an intervention program to support and extend 

children’s existing knowledge of patterning. This project not only explored 

the existing mathematical knowledge of children, but it also facilitated the 

development of pedagogical practices that noticed, worked with, and built 

upon, the mathematical histories of children. Such pedagogies are 

important, particularly in relation to supporting mathematics across and 

between the sites in which children live and learn. 

 

Another project that refocused the pedagogical practice of teachers 

to recognise and build upon the mathematical histories of children was the 

Southern Numeracy Initiative (SNI) Preschool Project (Perry, Dockett, 

Harley, & Hentschke, 2006). This project combined the notions of powerful 

mathematical ideas with teacher pedagogical practice, developmental 

learning outcomes and narrative assessment, to assist practitioners to 

notice, support and extend the numeracy development of children.  

 

The SNI project involved practitioners and researchers working 

side-by-side in a collaborative effort to improve “teaching, learning and 

assessment practices in the numeracy development of young children” 

(Perry et al., 2006, p. 409). Such an approach not only provided an 

opportunity for researchers and practitioners to collaborate on relevant 

issues within the local context, but it also facilitated opportunities for 

teachers to develop pedagogical practice that was shared across contexts, 
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were child-centred, and underpinned and guided by current research 

findings in the field of mathematics education.  

 

The Early Numeracy Research Project (ENRP) also involved 

researchers working in collaboration with teachers. In this project 

researchers and practitioners worked together to explore teacher beliefs 

and understandings about the mathematical histories of children, including 

how these histories might be supported in the formal classroom (Clarke et 

al., 2002). Like the SNI Project, the ENRP transcended the notion of 

researcher intervention by building in opportunities for researchers and 

practitioners to collaborate on relevant issues. It was noted in the findings 

from the project that, 

 

Rather than a recipe [for research], the notion of rich 

ingredients that are combined to meet the needs of individual 

children, the mathematics, and the teaching context, using the 

professional judgement of teachers, [is both] a powerful and 

successful approach. (Clarke et al., 2002, p. 8) 

 

The ENRP also offered some important insight into how teacher 

involvement in mathematics-focused interventions can improve teacher 

knowledge of mathematics, and in turn improve student learning. 

Evidence collected within the project demonstrated that through their 

participation in the intervention, teachers developed positive attitudes 

toward mathematics and an improved understanding of how 

mathematics might be taught (Clarke et al., 2002). There were also 

changes in teacher expectation of what children knew and could 

achieve, and a shift of attention from seeking out deficit toward seeking 

out strength. According to the final report presented by the researchers, 

it was through these changes in teacher behaviour and disposition, that 

the mathematical learning of children was both supported and 

enhanced (Clarke et al., 2002). 
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Another significant study that provided insight into the 

effectiveness of research intervention on teachers professional 

knowledge of mathematics was the Count Me In Too Project. The 

project can be best described as a “school-based professional 

development initiative” that focused on faciltating teacher 

understanding of early numeracy (Mulligan, Bobis and Francis, 1999, p. 

22). It was designed as a flexible and emerging framework that would 

support teachers to develop their own practices around the planning, 

teaching and assessment of mathematics, including a better 

understanding of how children learn mathematics.  

 

A signifcant finding from the Count Me In Too Project was that as 

teachers were introduced to the different ways that children learn 

specific mathematical concepts, they began to widen their lenses and 

“diverge from their traditional views of what young children can do” 

(Mulligan et al., 1999, p. 25). This is an important notion, particularly in 

relation to supporting the mathematical understandings of young 

children across different contexts, but also in relation to noticing 

mathematics in different ways. How teachers view young children and 

their experiences with mathematics has implications for what might be 

noticed, counted and supported as children move into new contexts. 

  

The ‘Building Blocks’ program, developed by Sarama and 

Clements, was an American National Science Foundation funded 

initiative that was designed as an intervention to provide young children 

with a strong basis for school mathematics (Sarama & Clements, 2004). 

The project drew from an explicit empirical and theoretical basis, that 

was both advanced and complemented throughout its different phases 

of development. The project was ICT focused, and involved the 

development of an ICT-based mathematics program to support, 

enhance and develop mathematical concepts, processes and skills 

before children start formal schooling.  
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Teachers were consulted in the development of the Building 

Blocks program, and their feedback was used to refine the ICT-based 

mathematics intervention. Teacher feedback was also drawn on to 

contribute to new theoretical understandings as the project unfolded 

(Sarama & Clements, 2004). This approach to the implementation and 

development of intervention was a powerful research strategy in that it 

strengthened the effectiveness of the intervention (in this case the ICT-

based mathematics program) whilst simultaneously contributing to the 

development of new theoretical understandings. In the Building Blocks 

Program this approach also assisted in refining the ICT-based program 

to refect the needs of both people and context. This is an important 

notion if one of the ideas behind research intervention is for people to 

be receptive to implementation.  

 

1.3.2 Building on what children know 

Everyday experiences and interactions build rich embedded 

understandings of an assortment of mathematical concepts (Pea & Martin, 

2010). Long before a child enters any educational setting, they experience 

the ‘teaching and learning’ of mathematics in the everyday interactions of 

family and community (Fleer & Raban, 2005, 2007). This teaching and 

learning continues throughout a child’s life; it does not stop when a child 

enters the classroom. Rather, family and community remain influential 

teachers of mathematics well after formal schooling commences (Biddulph, 

Biddulph, & Biddulph, 2003). 

 

Biddulph and colleagues (2003) have explored the notion of family 

influences on children’s academic achievement in New Zealand through a 

best evidence synthesis of (primarily) national New Zealand research 

literature. Through the synthesis, they report that family processes and 

attributes are significant influences on children’s academic achievement. 

They further suggest that how parents interact with their children might be 

more important than any other factor in determining academic 

achievement in the school environment. Other factors explored within the 
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synthesis were those such as ethnicity, occupation, family income, and 

educational level (Biddulph et al., 2003). In relation to mathematical 

learning, it was noted that:  

 

Children whose homes provide opportunities, support and 

encouragement for them to be involved in (largely informal) 

mathematical experiences of various kinds achieve more highly in 

mathematics than children who do not have such experiences, 

regardless of home economic circumstances. (Biddulph et al., 2003, 

p. 140) 

 

This is an interesting outcome of the synthesis, particularly in 

relation to the notion of mathematical achievement. Unfortunately the 

synthesis does not identify what ‘mathematical experiences’ in the 

home environment support school-based mathematical achievement. 

Perhaps it is not the affordance of informal mathematical experiences in 

families that facilitate achievement, but rather the affordance of 

informal experiences with school mathematics.  

 

The data presented within the sythesis demonstrated that home 

processes play a significant factor in the facilitation of mathematical 

achievement, and that both human and material resources within the 

home environment make a positive difference to children’s 

mathematical learning (Biddulph et al., 2003). Once again, it is difficult 

to establish through the synthesis exactly what kinds of processes and 

resources facilitate mathematical achievement. It is also difficult to 

establish if such processes and resources need to be explicitly focused 

on school mathematics. What was established, however, is that the 

homes of children are an important consideration in facilitating 

children’s success with mathematics in the formal academic setting. 

 

Sylva and colleagues have also highlighted the importance of the 

home environment on the later academic achievement of children (Sylva, 
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Melhuish, Sammons, Siraj-Blatchford & Taggart, 2004). In the final report 

from the Effective Preschool and Primary Education 3-11 Project, they 

noted that: 

Home support for learning during the pre-school period 

continues to show effects on several outcomes (attainment in 

English and Mathematics, ‘Self- regulation’, ‘Pro-social’ 

behaviour and ‘Hyperactivity’) at the end of primary school. 

(Sylva et al., 2004) 

 

Such findings suggest that it is not necessarily ‘home support’ that 

facilitates the mathematical achievements of children, but rather ‘home 

support for school-based learning’ that fosters this outcome. The Effective 

Preschool and Primary Education 3-11 Program was a longitudinal study 

that followed the trajectory of children from preschool to the early years of 

primary school, and then across the primary school context. In relation to 

mathematics, children’s participation in a high-quality preschool program 

was another key facilitator identified in the study (Sylva et al., 2004). 

 

Building on the home experiences of children is a complex 

undertaking. Building on their mathematical experiences from home is a 

further challenge. Gonzales, Andrade, Civil and Moll (2001) suggest that 

addressing such challenge requires both the transfer of household 

knowledge into pedagogical knowledge, and also the connection of 

everyday mathematics into school mathematics. In their ‘Project BRIDGE’, 

they worked with a small group of teachers to tackle these notions and to 

“learn about experiences, activities and life” in the homes of young 

children (Civil & Andrade, 2002, p. 155).  

 

Project BRIDGE involved researchers and teachers working closely 

with one another and families to understand the home learning 

experiences of children (Gonzales et al., 2001). This involved household 

visits to talk with families about mathematics, and to observe and 

experience the household practices of families with and around 
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mathematics (Civil & Andrade, 2002). Teachers and researchers worked 

together to identify the ways in which children engaged with and 

experienced mathematics at home, and to create a learning environment 

in the school that would support and incorporate such experience.  

 

A challenge identified in this work centred round teacher and 

researcher views about what ‘counts’ as mathematics. In reflecting on their 

own experiences in the project, Civil and Andrade suggest that by 

expanding adult views about what constitutes mathematics, further 

understandings about the transitions between contexts and how to bring 

these contexts together is gained (Civil & Andrade, 2002). In relation to 

building on the existing mathematical understandings of children as they 

make the move into formal schooling, this is an important notion. 

 

Project BRIDGE, Gonzalez, Moll, and Amanti (2005) also recognised 

the contribution that the home environment can make toward the 

mathematics learning of children in their Funds of Knowledge For Teaching 

Project (FKFT). They also recognised the role that researchers and teachers 

might have in facilitating the connection between home and school. During 

the FKFT project, teachers were supported by researchers to visit their 

children’s households with the purpose of developing an understanding of 

the mathematical learning and teaching that took place within differing 

families. The goal was to use the information gathered during the visits to 

facilitate classroom learning.  

 

A major finding from the FKFT study was that the teachers involved 

in research began to think about mathematics learning beyond the 

classroom. This resulted in a pedagogical shift that started with the 

previous and existing experiences and practices of children rather than the 

school curriculum. The close collaboration among the researchers over the 

duration of the project supported practitioners to engage in a level of 

reflection and engagement that transcended the pragmatics of the 
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everyday by taking into account the theoretical ideas that were embedded 

in their new and emerging pedagogy.   

 

1.3.3 Transitions and Interpersonal Relationships as Children Start School  

When change is encountered, internal processes that assist 

individuals to navigate such change emerge. These processes trigger 

specific responses in individuals that assist them to accept, reject, or come 

to terms with change over time. This can involve negotiating changes in 

identity and agency, and can encompass notions of adjustment, adaptation 

and belonging (Firth, Couch, & Everiss, 2009). The internal processes that 

individuals draw on to navigate and negotiate change are what define 

transition. 

 

According to Pallas (2003) educational transitions are unique 

transitions in that they generally refer to four key transitional points in an 

individuals academic trajectory: starting primary school; the move from 

primary to secondary school; the move from secondary school to 

university; and the move from university to the workforce or further study. 

Within the educational context, there are also many other educational 

transitions that people experience throughout their life journey. Such 

transitions include moving from one grade to the next; between lessons 

and into different learning spaces. They may involve several people, and 

include both individual and collective experience, and varied and multiple 

influences. 

 

Starting school is a major milestone in an individual’s life journey 

(Dunlop, 2003). It can also present as a significant change for families and 

communities. Such changes directly and indirectly influence the transition 

processes of individual children, just as individual children influence the 

transition processes of schools, families, and communities (Dockett & 

Perry, 2001). Starting school can be a positive experience. However, it can 

also be negative or relatively unremarkable.  Some of this experience is 

dependent on the individual and how they navigate the changes that are 
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encountered, and some of this experience is dependent on the 

interpersonal relationships that emerge to provide support.  

 

Interpersonal relationships can be best described as the 

relationships or social connections that exist between people. They emerge 

as people experience one another. As children start school interpersonal 

relationships are a key component of the transition experience (Dockett & 

Perry, 2001, 2007; Peters, 2003; Pianta, 2004). Positive interpersonal 

relationships and interactions with others can support people through 

change. There are different influences present as people come together 

(thoughts, feelings, and perceptions, as well as structures, behaviours and 

obstacle).  

 

Interaction is a key component of building strong interpersonal 

relationships and also in nurturing positive transition processes (Moore, 

2007). As children start school people are naturally drawn together as they 

both introduce and receive new information, and negotiate different 

elements of change. This contact and interaction can be multifaceted and 

can develop and change over time, and according to different people and 

contexts (Rimm- Kaufman & Pianta, 2000). In summary, different people 

will have different interactions and these interactions and how they evolve 

are dependent on context. 

 

When strong interpersonal relationships are forged, educators are 

better positioned to gain insight into the individual transition processes of 

children and families. Such insight fosters a way to learn about children, 

their communities, and their households, including developing an 

understanding about their existing ways of knowing and doing. It also 

enables educators to notice, support, and build upon what children already 

know and do. 

 

According to the Educational Transitions and Change (ETC) 

Research Group (2011) transition to school is a dynamic process that is 
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characterised by opportunities, aspirations, expectations and entitlements. 

Interpersonal relationships might be characterised as opportunities for 

interaction and communication, aspirations to work with others and/or 

across contexts, expectations about relationships and how they might 

emerge, and entitlements to positive relational experiences and 

interactions. 

 

1.3.4 The Meeting of People 

Interpersonal relationships are a fundamental component of 

human life and are embedded in the social worlds of people. As children 

start school new social worlds emerge, and so too do new opportunities to 

build relationships. These opportunities are afforded through the 

emergence of new spaces for dialogue, the need to share information, and 

coming to meet and know new people.  

 

When difference comes together, new social spaces are created. 

Pratt (1991) defines these spaces as Contact Zones, the “social spaces 

where cultures meet, clash, and grapple with each other” (p. 36).  She 

further explains that it is through the Contact Zone that interpersonal 

relationships develop and new relationships begin. These relationships can 

be transitory or continuing, can involve artefact and object, and can both 

change and evolve over time. In the context of starting school the Contact 

Zone can be used to describe the meeting of families and educators as they 

come together to support the learning of children. It can also be drawn 

upon to recognise what is brought to this meeting such as personal 

histories, perspectives and values.  

 

Nakata (2002) defines the space in which people meet as a Cultural 

Interface. He explains that the convergence of diverse individuals creates 

an entanglement of different histories, interactions, people, and culture 

that shift and change over time (it is the meeting of this difference in which 

the Cultural Interface emerges). Nakata (2002) suggests that the Cultural 

Interface cannot be predicted or predetermined because it emerges 
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through the meeting of people (and people are different from one 

another). He further explains that the Cultural Interface is not the process 

of coming together, but what is created through this process (Nakata, 

2002). In relation to children starting school, the Cultural Interface differs 

from the Contact Zone in that it moves beyond the examination of the 

meeting of people, and toward what is possible through such meeting (it 

moves beyond the ‘contact’ and toward what emerges as a result of the 

contact). 

 

As children start school there is a need for the adults in their lives to 

come together. In relation to identifying, understanding and supporting 

existing ways of knowing and doing mathematics this requires more than 

just a meeting or ‘contact’. It demands an approach that involves ongoing 

interaction and the sharing of sameness and difference (with a view to 

moving forward together). Reconceptualising the meeting of adults as 

children start school as a Cultural Interface affords a way to recognise the 

potentials that lie in the context of starting school, including the 

opportunities for the development of shared understandings that might be 

present. It also provides a way to move beyond ‘contact’ and toward what 

emerges as a result of coming together. 

 

1.4 Partnerships that Support Learning 

Partnership is a term that has been widely used in Australia to 

describe the relationships between different groups of people, and also the 

relationships between different contexts (Cuttance & Stokes, 2000; 

Emerson, Fear, Fox & Sanders, 2012; Rahani & Gurr, 2010; Lonsdale, 2011). 

It is also a term that has been increasingly linked and accredited to the 

improved academic achievements of children (Goos, Lowrie & Jolly, 2007).  

 

Much of the research around the notion of partnership tends to 

focus on the external structures that are needed to bring people together, 

or the specific composition of differing educational partnerships (Epstein, 

Coates, Salinas, Sanders, & Simon, 1997; Epstein & Sanders, 2000, 2002; 
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Keyes, 2002). This research also tends to centre round social groups 

(families and schools; teachers and parents; schools and communities; 

preschools and primary schools) rather than individual people. 

 

Focusing on individuals, and individual diversity in partnership work 

is a worthwhile consideration when thinking about different people coming 

together (after all people are different), particularly in relation to 

supporting children’s learning. Children, teachers and families all belong to 

specific social groups but these groups are not homogenous. Instead they 

are made up of individual people with unique needs, characteristics and 

individualities that are both similar and different to one another. Whilst 

strategies that target social groups as homogenous groups of people are 

important economically, they do little to foster individual autonomy or to 

recognise the strength that is afforded through individual diversity. This is 

problematic, particularly in the context of starting school where policy 

describes and discusses the social groups, but it is individuals that come 

together. 

 

Rogoff (2003) highlights the challenging nature of targeting social 

groups as homogenous in her writings on the ‘box problem’. She defines 

the box problem as when diverse groups of people are described as a 

homogenous group (Rogoff, 2003). She suggests that when strategies are 

aimed at ‘groups’ of people there is an assumption that all people within 

the group are alike, and share similar or common characteristics and 

perspectives (Rogoff, 2003). When people sit outside ‘the box’ these 

strategies are not successful, and the ‘outsiders’ are therefore positioned 

in different ways. With regard to partnerships that support the learning of 

children this is an important notion, particularly in relation to families, who 

might not always have the capacity to work in the ways that teachers or 

‘schools’ have anticipated. 

 

Similar to a focus on individual people, focusing on individual 

contexts in partnership work is an important consideration. Prior to school 
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and first year of school settings vary greatly in relation to philosophies, 

structures, and people. In Australia, this variation is exacerbated by the 

different contexts in which children make the move to school (home-based 

settings, centre-based preschool, government-run preschool, or specific 

programs). Schools and first year of school settings also differ across 

categories, as do children’s home environments.  

 

Recognising the diversity of contexts in partnership work facilitates 

a process whereby diversity is considered. Pianta, Rimm-Kaufman and Cox 

(1999) suggest that if such diversity is recognised, “a child’s transition to 

school is understood in terms of the influence of contexts and the 

connections across these contexts at any given time and across time” (p. 

4). They further suggest "the transition to kindergarten is fundamentally a 

matter of establishing a relationship between the home and the school in 

which the child's development is the key focus or goal" (Pianta, et al., 1999, 

p. 4). The same argument could be made for establishing similar 

relationships between the prior-to-school and the first-year-of-school 

contexts.  

 

Each person involved in partnership work has something unique to 

contribute. In relation to partnerships that support mathematics learning, 

Goos et al., (2007) suggest that  

 

[p]erhaps the most productive way forward is to focus on what each 

participant – parent, teacher, community member – can bring to the 

partnership that will make best use of their diverse expertise, 

backgrounds, and interests in supporting the child’s numeracy 

learning (p. 31). 

 

1.5 Summary 

In engaging with the research literature I discovered that coming 

together to support the mathematics learning of children is important, and 

that the best outcomes for children occur when those involved in their 
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lives work together (Fleer & Raban, 2005, 2007; Papic et al., 2009; Sylva et 

al., 2004). I wondered if the problem for my nieces and nephews might 

have centred in the concept that such partnerships had not been 

developed or utilised and as a result, the children’s existing ways of 

knowing and doing mathematics were not identified or supported. This 

was an avenue that I wanted to explore further. 

 

The research that I reviewed at this stage of the project 

demonstrated the importance of the role of the researcher, and the 

possibility of researchers assisting in the development of interpersonal 

relationships that support children’s learning (Biddulph et al., 2003; 

Gonzalez et al., 2005). This was another area that I wanted to examine 

further. As a researcher I was interested in how I might facilitate 

interpersonal relationships that support the mathematical learning of 

children as they move between different contexts.  

 

It was difficult to determine through the literature reviewed 

whether the role of parents in supporting the mathematical learning of 

children involved supporting children’s everyday interactions with 

mathematics, or if they involved providing opportunities for children to 

develop some experience with school mathematics. At this stage of the 

project this was also an area that I wanted to investigate further. I 

wondered what the implications for children might be if their families own 

mathematical understandings were limited. 

 

The preliminary review also revealed that the diversity of people 

and context is important, and that not recognising the diversity of 

individuals might have implications for people who do not, or cannot come 

together in specific ways (Rogoff, 2003). It suggested to me that a new 

approach of working with the diversity of people and context might be 

needed to establish and maintain relationships that focus on the 

mathematical learning of children. As a result of this preliminary literature 

review a small-scale intervention was formulated. 



31 | P a g e  
 

 

The following section of this chapter details how the ideas that 

were developed from this preliminary literature review came together to 

construct the intervention and inform the aims and research questions for 

the study. 

 

1.6 Aims and Research Questions 

The main purpose of this study was to investigate a possible 

solution to a problem. The problem stemmed from my own personal 

observations of my nieces and nephews journey into the first year of 

school. Through these observations, the notion that children develop a 

variety of mathematical understandings prior to formal schooling but that 

the understandings of some children might be lost as they make the 

transition to school became an area for investigation. Through my 

preliminary review of the research literature, I learned that the adults in 

the lives of young children play an important role in supporting children’s 

learning across different sites. I believed that if I could design an 

intervention that brought adults together to focus on the mathematical 

learning of children, that perhaps the mathematical understandings that 

are developed prior to starting school might be better supported and 

invited into the first year of school classroom.  

 

The aim of the intervention was to create the optimal conditions for 

the adults in the lives of children to come together. These conditions 

included a structure that would support the adults to work together to 

create a plan that would support the mathematical understandings of 

children as they made the transition to school. The idea was to formulate 

an intervention, to take what had been formulated into the real world to 

be refined with families and teachers, and then to implement the refined 

intervention, and to study what transpired.  

 

Underpinning the aims of the research were the notions that 

people are diverse; that researchers have a role to play in developing new 
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pedagogical approaches; that practitioners have a role to play in informing 

new theoretical ideas and perspectives; and that the mathematics learning 

of children is best supported when the adults in their lives come together. 

Also underpinning the study was the notion that people are experts of 

their own lived realities, and that all children develop some mathematical 

understandings before they begin formal education, and therefore they 

start school with a mathematical history. 

 

 

 

There were three broad aims to the inquiry: 

 

1. To determine what processes the adults in children’s lives engage in 

when establishing and maintaining a relationship that focuses on 

supporting the mathematics learning of young children.  

2. To determine whether bringing adults together to focus on the 

mathematics learning of children supports this learning as the make 

the transition to school.  

3. To determine whether these processes could provide guidance for 

future practice. 

 

These aims were used to formulate the research questions and sub-

questions: 

 

1. What processes do adults engage in to establish and 

maintain relationships that focus on the mathematics 

learning of children as they make the transition to school? 

 

(a) What facilitates adult relationships as children make the 

move to school? 

 

2. How do adult relationships support the mathematical 

learning of children as they make the transition to school?  
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3. How could information about the processes identified be 

used to guide future ways of forging and maintaining adult 

relationships as children make the move to school? 

 

To undertake this research, I wanted an inquiry that was emergent 

in nature and embedded within the complexity and multiplicity of people 

and their worlds. I also wanted a research approach that ensured that the 

focus on supporting the mathematical learning of children was maintained. 

So, rather than support adults to engage in their own action research, a 

DBR methodology was adopted. In the following section of this chapter the 

research approach is briefly outlined and the structure of the thesis is 

presented.  

 

1.7 Implications of adopting a DBR approach in this study. 

DBR is a methodological approach that provides a way to focus 

simultaneously on the development of both theory and practice. It consists 

of a series of approaches that emerge and are embedded in real world 

contexts, are interventionist in nature, and that are guided by, and 

contribute to, theoretical understandings. “The intent (of DBR projects) is 

to investigate the possibilities for educational improvement by bringing 

about new forms of learning in order to study them” (Cobb, Confrey, 

deSassa, Lehrer & Schauble, 2003, p. 10). These educational improvements 

are derived initially from theory but are then refined with people in real-

world contexts (Walker, 2006).  

 

DBR projects are complex endeavours, and the story that transpires 

is emergent rather than predetermined. When reporting on such projects, 

the varying aspects of the project such as the recruitment of participants, 

the methodological approach, the conceptual framework, methods and 

data analysis, are embedded in the research-story rather than presented as 

stand-alone pre-prescribed concepts. Presenting “the evolution of ideas 

[within their complexity] so that others can understand the process” 
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(McKenney & Reeves, 2011, p. 111) is a key goal in the reporting of DBR 

projects.   

 

DBR is grounded in a pragmatic realist epistemology. Pragmatism 

emerged in the latter part of the 19th century through the writings of 

Charles Peirce (1839-1914), William James (1842-1910) and John Dewey 

(1859-1952). It is a “practical and outcome-oriented method of inquiry that 

is based on action and leads, iteratively, to further action [as the project 

evolves]” (Johnson & Onwuegbuzie, 2004, p. 17). According to Sosa the 

philosophical position of pragmatic realism can be summarised as,  

 

1. Truth depends on, and is constituted by, reference (at least in 

part). 

2. Reference depends on, and is constituted by, causation (at least 

partly). 

3. Causation is radically perspectival. 

4. Reference is radically perspectival (from 2,3). 

5. Truth is radically perspectival (from 1,4). 

6. Reality is "internal" to one's perspective (from 5).         

(Sosa, 1993, p. 607) 

 

This philosophical position recognises the acquisition of knowledge 

as both an inductive and deductive process that comes into fruition 

through experiential inquiry with people in real-world contexts. DBR is 

embedded within a pragmatic realist philosophy, recognising that both 

everyday practice and scientific practice are intricately entwined and 

inform one another, rather than separate discrete entities. It is also 

embedded in the notion that people are experts of their own lived 

experience and therefore come to understand in their own diverse ways. 

 

The language of DBR is specific with many terms differing in 

meaning from those of other scientific inquiries. Generally, there are three 

distinct components of DBR projects that are described as phases 
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(Kennedy-Clark, 2013). The first phase is the preliminary research phase 

where a potential problem of practice is identified and a proposed 

intervention is formulated by the researcher. The second phase of the 

project generally involves the refinement of the intervention with people 

in real-world contexts. This can involve various iterations to the research 

design and also new insight as to what the researcher might need to be 

mindful of throughout the duration of the research process. The third and 

final phase of the project is the assessment phase where emphasis is 

placed on making sense of and re-examining what has emerged through 

the project within its entirety (Kennedy-Clark, 2013).  

 

Within the second phase of the project there are iterative cycles of 

data collection and analysis. These cycles act as a means of formative 

evaluation and could be likened to micro-stand-alone studies within the 

wider project (Kennedy-Clark, 2013). Throughout the first and the second 

phases, an intimate and ongoing relationship with the research literature is 

maintained to guide, shape and refine the intervention alongside the 

people who will experience it. This relationship results in more than one 

review of literature, which is typically not the case in other scientific 

investigations. 

 

The third phase of DBR projects involves a retrospective analysis of 

the data collected and analysed in the second phase of the project. This 

analysis is conducted in conjunction with the research literature and 

theoretical perspectives, and acts as a summative assessment of the 

intervention. The goal of this analysis is two-fold; to contribute to 

theoretical knowledge and understanding; and to produce of a set of 

design principles that can be used to guide future practice. The final 

component of this stage of the process is to offer recommendations for 

future research, policy and practice.  

 

The research inquiry reported in this thesis adopts a DBR 

methodology. However, it has been modified slightly due to the restriction 
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of time presented in the doctoral candidature. Rather than a definitive set 

of principles that can be used to guide future practice, the idea was to 

develop a set of principles that could be further refined and developed. 

The purpose of structuring the inquiry this way was to ensure that the DBR 

process could be executed carefully and comprehensively, and that the 

time imposed by the doctoral candidature did not stifle the research 

process. 

 

The emergent nature of DBR projects, as well as the ongoing 

engagement with literature throughout the duration of the project, means 

that in reporting the results of projects explicit detail is presented. In the 

reporting of doctoral projects that have adopted a DBR methodology, this 

can prove to be challenging as such projects do not fit neatly into the 

traditional thesis format. Therefore, the following section of this chapter 

provides details of this thesis; including the layout and structure, and also a 

visual representation of the document.  

 

1.8 Layout of the thesis 

The thesis consists of eight chapters. The first two chapters provide 

an introduction to the study, an outline of the thesis structure and the 

literature review. Chapter 3 details the methodological approach adopted, 

including the theoretical lens drawn upon in the research design. These 

first three chapters report on the first phase of the project, and represent 

the underlying work that took place before the intervention was 

implemented.  

 

The second phase of the study is represented in chapter 4. In this 

chapter the implementation and refinement of the intervention with 

practitioners and families, who were located at two different sites is 

outlined. Within this chapter the iterative cycles of design, enactment, 

analysis and review are presented. 
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Chapter 5 and 6 represent the third phase of the study and provide 

a retrospective analysis of the implementation of the intervention across 

the two different sites; this analysis is presented in two parts.  

 

In Chapter 7 the findings are discussed alongside current research 

literature to derive a set of design principles that will guide both future 

research and practice.  

 

Chapter 8 presents concluding thoughts and comments. Figure 1 

provides a visual representation of the thesis.  
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Figure 1 – Visual Representation of the thesis 

 

 

 

• Introduction to the study

• Preliminary review of research 
literature

• Methodological Approach

• Conceptual Framework

Phase One - Underlying Work

Chapters 1, 2 and 3

• Site one - design, enactment, 
analysis and review 

• Site two - design, enactment, 
analysis and review 

Phase Two - Refinement and 
Implementation of the 

Intervention

Chapter 4 
• Retrospective Analysis step 1

• Retrospective Analysis step 2

• Discussion of findings alongside 
research literature  - deriving 
design principles to guide future 
research and practice

Phase Three - Data Analysis. 
Draft Principles Derived

Chapter 5, 6 and 7

Conclusion - Concluding 
comments Chapter 8

Recommendations 



 
 

39 | P a g e  
 

 

1.9 Conclusion   

In this chapter an introduction to the research project reported on 

in this thesis has been provided. The structure of the thesis has been 

explained, the questions under investigation have been outlined, and a 

brief overview of the approach adopted within the study has been 

provided. The following chapter will provide in in-depth review of the 

research literature. This review positions the study within the current 

theoretical context and provides further justification for the 

methodological approach adopted.  
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Chapter 2  

Literature Review 

The previous chapter provided a preliminary review of the research 

literature used to develop the aims for the study and the proposed 

intervention. It also provided a visual representation of the research design 

and thesis document. In this chapter, a detailed review of the literature is 

presented.  

 

2.1 Literature review 

2.1.1    Collaboration in mathematics education 

Most definitions of collaboration incorporate some form of 

‘working practice’ that involves more than one person or organisation, 

coming together with a common goal or purpose (Charrois & Rosenthal, 

2010; Forte & Lampe, 2013; Heatley & Kruske, 2011; Levin, 2012). In 

mathematics education the diverse nature of the term ‘collaboration’ is 

highlighted through the differing ways that it has been written about and 

defined: collaborative learning (Cicconi, 2013); teacher-researcher 

collaboration (Bass & Ball, 2012); collaborative teaching (Dieker & 

Rodiguez, 2013); effective mathematics collaboration (Dunning, 2013); and 

the collaboration between mathematics and mathematics education 

(Thompson, 2014). Despite this diversity within the research literature, the 

notion of ‘working practice’, and the coming together of different people 

to ‘do mathematics’ are prominent characteristics that emerge across most 

literature.   

 

Collaboration has distinct features that differentiate it from other 

modes of working together (Keast & Mandel, 2009). It is characterised by 

trust, dialogue and frequent interaction, and is embedded in the social 

worlds of people (Keast & Mandel, 2009). In the pragmatics of an 

educational context, the term collaboration is also both culturally and 
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contextually defined. It is determined and mediated by individuals through 

difference and similarity, and also through social groups, social systems 

and interaction. It is shaped through, by, within, and according to different 

contexts; and in the pragmatics of the everyday it is something that is 

defined in various ways. 

 

Like collaboration, mathematics is also culturally defined, and 

produced and mediated by individuals within and through different 

contexts (Burton, 2012). It is a human construct that is embedded in 

sociocultural practice, and how it is constructed, where it is constructed, 

and who is involved in the construction, all contribute to the mathematics 

that is practiced and produced (Barton, 2012). Within such construction 

lies the agency of individuals; including their individual interactions with 

and within the construction of mathematics (Quintos, 2008). Such agency 

contributes to both individual and social ways of doing and knowing 

mathematics in a specific context, which in turn shapes how mathematics 

education originates and evolves in certain areas. It not only involves 

collaboration but it is driven by and through collaborative practices that 

are determined by individuals. 

 

In her writings on culturally responsive teaching, Civil (2009) 

highlights the variety of approaches to ‘doing mathematics’ within 

communities, including the importance of action that is driven through and 

by collaboration. She suggests that when collaboration is at the core of 

mathematics education, it evolves in ways that are not only responsive to 

diversity, but also in ways that transcend mathematical understanding 

beyond individual contexts (Civil, 2009). She further suggests that it is 

through collaborative practices that both shared and new constructions of 

mathematics emerge (Civil, 2009). 

 

Gervasoni and Perry (2014) report similar ideas around the 

development of shared constructions of mathematics in the Let’s Count 
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project. Let’s Count is an early mathematics initiative that has been 

designed to bring educators together with families to notice, explore and 

celebrate the mathematics that children (3-5 years) encounter in everyday 

situations (Gervasoni & Perry, 2014). The initiative was implemented in 

financially disadvantaged communities and was commissioned by the 

Smith Family (an Australian children’s charity).  

 

During the Let’s Count initiative educators engaged in two 

professional learning models focused on mathematics. The first module 

targeted noticing and exploring everyday opportunities for mathematics 

and the second was focused on celebrating mathematics. After 

participating in the first learning module, educators were supported to 

come together with families “to consider ways that they can encourage 

children to notice, discuss and explore the mathematics that they 

encounter in everyday situations, including through games, stories and 

songs.” (Gervasoni & Perry, 2014, p. 2)  One of the major aims of the 

initiative was facilitating the intentional engagement of adults in young 

children’s mathematical learning (Gervasoni & Perry, 2014). 

 

In relation to the impact of the initiative on the mathematical 

learning of children, a longitudinal evaluation of Let’s Count found that 

the intentional engagement of adults with children about mathematics 

was “associated with children’s construction of mathematical ideas” 

(Gervasoni & Perry, 2014, p. 14). This is an important finding in relation 

to the development of shared and new constructions of mathematics, 

particularly for children moving into new contexts. Adult collaboration 

with one another, and with children during such time might be a way to 

facilitate the merging of children’s existing understandings of 

mathematics with any new understandings that might be encountered 

through the introduction of school mathematics.  
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Kajander (2010) highlights the potentials afforded to children 

through adult collaboration and shared constructions of mathematics, in 

her work with six classroom teachers situated in the 

primary/elementary school context. Over a two-year period, teachers 

were asked to independently record the mathematical thinking that 

they themselves engaged in when teaching mathematics in their 

classrooms, with a view to establishing what specific mathematical 

knowledge is needed for effective mathematics teaching (Kajander, 

2010). The teachers were also brought together as a group several times 

over the two years to share, discuss and reflect on their recordings.  

 

Throughout the project, it became evident that the teachers 

involved in the study drew on their own reflections and understandings 

of mathematical concepts, ideas and models to make the links between 

concrete understandings, and more abstract ideas of mathematics more 

explicit for children (Kajander, 2010). The opportunities to share and 

discuss this process, in collaboration with others, provided teachers with 

a context for deconstructing their own mathematical thinking and 

pedagogy, and also opportunities to reconstruct it in ways that better 

supported the mathematical learning of children. In the context of 

starting school, the same opportunities could be afforded through 

collaboration between prior-to-school and first-year-of-school teachers 

and also through collaboration between parent and teacher.  

 

According to the Educational Transitions and Change (ETC) 

Research Group (2011) “[t]he transition to school is an opportunity to 

establish and maintain positive, respectful collaboration between home 

and school contexts that sets a pattern for ongoing interaction” (p. 2). In 

relation to supporting the mathematical learning of children such 

collaborations might be crucial in not only enhancing the mathematics 

learning of children, but also in building on what children know across 

different contexts.  
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Bell-Booth, Staton and Thorpe (2014) also highlight the potential 

of the transition to school to support the ongoing developmental and 

academic trajectories of children. In their four-year longitudinal study 

examining the key factors impacting on the transitional trajectories of 

two Indigenous children (from a socially marginalised community), they 

explain that, “school transition is a complex and long-term process” that 

extends well beyond the first day of school. They further explain, “[a]n 

initial successful transition to school may not be sustained across time.” 

(Bell-Booth, Staton & Thorpe, 2014, p. 27).   

 

The notion that ‘initial successful transition to school’ might not 

be sustained across time is a worthwhile consideration when thinking 

about adult collaborations. If sustainable patterns and strategies for 

ongoing collaboration are not established as children make the initial 

move to school an ‘initial successful transition to school’ might change 

over time. This is particularly pertinent when thinking about the 

mathematical learning trajectories of children. If mathematical 

understandings are initially supported across contexts (through 

collaboration) as children make the move to school, and if the 

collaboration stops after the physical move, it might be reasonable to 

suggest that mathematical learning may not continue to be supported 

(across different contexts) throughout time. 

 

2.1.2 The importance of children’s early experiences with mathematics 

It has been well established that young children engage in 

mathematics learning long before they enter formal educational settings 

(Davydova, Sabirova, Lysenkova, & Tikhomirova, 2014; French, 2013; 

Hunting, Mousley, & Perry, 2012; Knaus, 2013) and that this learning is 

critical for later academic achievement (Duncan et al., 2007; Manolitsis, 

Georgiou, & Tziraki, 2013). In fact in their work exploring preschool 

antecedents of the mathematics achievement of Latino children, Lopez, 

Gallimore, Garnier and Reese (2007) propose that children’s early 
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experiences with mathematics can ether enable or constrain their later 

mathematics achievement in the school environment. Streit-Lehmann and 

Peter-Koop (2016) make similar assertions when reporting their findings 

from their KERZ project. The aim of the KERZ project was:  

 

to investigate how far early dialogical family reading and playing of 

board and dice games involving mathematical knowledge and 

abilities with respect to counting and comparing sets, enumerating, 

number words and symbols as well as special visualization can 

support early mathematical learning prior to school and to monitor 

possible long-term effects of the intervention in the first years of 

primary school. (Streit-Lehmann & Peter-Koop, 2016, p. 3) 

 

In order to carry out such investigations a pilot of the project was 

conducted with 58 pre-schoolers and their families in central Germany. The 

pilot involved the implementation of a small-scale intervention. The 

intervention was focused on the provision of mathematical resource, and 

involved providing migrant families and families from low socio-economic 

backgrounds access to a chest of mathematics resources and books that 

could be borrowed through the kindergarten.  

 

The mathematical understandings of children during and after the 

borrowing of resource were measured by employing two diagnostic 

interviews; the EMBI-KiGa, an instrument based on the First Year of School 

Mathematics Interview developed in the Early Numeracy Research Project 

(Clarke, et al., 2006); and TEDI-MATH, an instrument developed by French 

researchers Kaufmann, Nuerk, Graf, Krinzinger, Delazer & Willmes, (2009) 

and designed to compare mathematical performance in half-year 

sequences. 

 

In reporting the findings from the pilot project Streit-Lehmann & 

Peter-Koop (2016) suggest that children’s early experiences with 
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mathematics has positive effects on children’s mathematical learning and 

achievement but that “the quality of mathematical discourse in families is 

also a critical factor” (Streit-Lehmann & Peter-Koop, 2016, p. 9). They 

suggest that such discourse is varied, and that it is this variation that can 

potentially impact on the later mathematical achievements of children. 

  

This is not a new idea, and in fact it has now been well established 

that early experiences with and of mathematics, differ between 

communities and families (Anders et al., 2012; Civil, Planas, & Quintos, 

2012; Hindman, Skibbe, Miller, & Zimmerman, 2010), and that children 

arrive in educational settings with varied ways of knowing and doing 

mathematics (Doverborg & Pramling Samuelsson, 2012; Hindman et al., 

2010; van Oers, 2010). What is important from the work of Streit-Lehmann 

and Peter-Koop is that such diversity has the potential to impact on the 

ability of children to access and learn school mathematics.  

 

Wager (2013) suggests that whilst it is critical for educators to 

understand and work with the out-of-school experiences of children, that 

the diversity of experience with which children arrive in the classroom with 

is problematic. She further suggests that a significant time commitment is 

necessary to ascertain such experience, and that this might pose challenge 

to educators who are generally already situated in time-poor contexts.  

 

Although now quite dated research, Gonzalez el al., (2001) also 

allude to the investment of time that is needed to understand the out-of-

school experiences of children. In their work with teachers, children and 

families they found that “a linear transference of mathematical knowledge 

from household to classroom [is] problematic” as it “decontextualize[s] 

mathematics from its embedded-ness in social activity” (Gonzalez et al., 

2001, p. 120). According to Gonzalez and colleagues it is not enough to 

identify the mathematics in the social activities of households. What is 

important is to develop an understanding of the meanings that are 
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embedded in the social activity where mathematics is present (Gonzalez et 

al., 2001).  

 

In later work, Meaney and Lange (2013) provide further insight into 

the notion of developing an understanding of the meanings around 

mathematics by suggesting that,  

 

contexts [such as home and school] are not just physical settings, but 

include the valuing of knowledge, the typical distribution of power 

within relationships that interact around that knowledge and the 

sorts of interactions that are expected to occur between participants 

and with that knowledge (p. 170). 

 

Educators are time poor and determining the mathematics that 

children engage with outside of school requires time. However, if 

educators do not make this investment in time, some children might never 

be invited to forge connections with the mathematical understandings and 

strategies that they use in different contexts, with the context of school. 

Wager proposes that this might result in some children developing “the 

notion that there are two systems of mathematics -one for school and one 

outside” (Wager, 2013, p. 165).  

 

In order for educators to invest time to successfully engage in the 

process of gaining understanding, Edwards (2010) proposes that “an 

additional form of expertise which makes it possible to work with others to 

expand understandings” (p. 13) is required. She further explains this as “a 

capacity to recognise and respond to what others might offer” (Edwards, 

2010, p. 13). As children make the move to school both time and an 

opportunity to develop such capacity emerges. 
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2.1.3    Transitions and relationships as children start school 

Starting school is an important time for children and adults 

(Dockett & Perry, 2013a; Dockett, Perry, & Kearney, 2011; Dockett, 

Petriwskyj, & Perry, 2014; Murray, 2014; Rising Holmström, Olofsson, 

Asplund & Kristiansen, 2014; Turunen, Dockett & Perry, 2015). It is the 

process of change, excitement and adventure; it is also a process that 

can be filled with apprehension, fear and concern (Dockett, et al. 2014). 

There is now widespread agreement that starting school extends 

beyond a child entering the school grounds (Dockett et al., 2014; Fabian, 

2013; Perry, 2014; Pianta, 2010). It is a life transition that is complex and 

unique to the people involved, and is experienced by different people in 

both different and similar ways. 

 

The transition to school is not simply ‘movement’ or ‘transfer’, 

although both concepts are involved in the process (Ecclestone, 2009). 

Transition “depicts change and shifts in [an individual’s] identity and 

agency” (Ecclestone, 2009, p. 9), including changes and shifts in an 

individual’s role, both within their community and within the new 

context of school (Rogoff, 2011). It is a psychological change as well as a 

physical move. It involves the experience of change, but also the 

experience of changing as an individual navigates their way through 

familiar and unfamiliar contexts, relationships, experiences and 

processes (Gorgorio & Planas, 2005).  

 

Demick (2014) suggests that it is not external events or changes 

that represent transitions, rather it is the “internal reorientations/ 

redefinitions of meaning that individuals use to integrate [the] external 

changes” (p. 3) that are what defines the term. In relation to a child 

starting school, this would mean that it is not the physical move to 

school, but the experience and adjustment of starting school that 

defines the transition. 
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There are a variety of influences that can contribute to, and 

impact on, the transition experiences of families, teachers and children. 

Such influences include the structure of relationships across and 

between settings (Janus, 2011), differing belief systems (Lara-Cinisomo, 

Fuligini, & Karoly, 2011), systemic and political structures (Lam, 2014), 

curriculum (Dunlop, 2013), and the cultural practices of families and 

schools (Hedegaard & Fleer, 2013). This variation highlights “the 

complexity of transition in terms of those involved, their perspectives, 

the contexts in which they are located, the institutions involved and the 

ways that people position themselves and are positioned by others” 

(Dockett et al., 2014, p. 3). It also highlights that the transition to school 

involves the negotiation of complex and multiple pathways that are not 

necessarily linear nor the same for every individual (Griebel & Niesel, 

2013; Petriwskyj, 2013; Thomas & Ryan, 2012; Wai, 2010).  

 

In considering transitions in early years settings, Jalongo (2011) 

suggests that transitions can be extremely challenging for families, 

children and educators because they are generally complex and involve 

not one, but several changes. She goes on to explain that these changes 

can also be the stimulus for other changes, making them felt by and 

impacting on, different people at different times, and in different ways 

(Jalongo, 2011). Notwithstanding these challenges, a number of 

researchers have also emphasised that for some, transition can also 

bring about new opportunities and possibilities, such as the emergence 

of new spaces for interaction, opportunities to develop new 

relationships or existing relationships in new ways, and opportunities to 

build positive connections across and between the contexts in which 

children live and learn (Dockett, Perry, & Kearney, 2012; ETC-Group, 

2011; Wehmeyer, 2014).  

 

The move to school is a life transition that is embedded within 

the complexities of human interaction. It involves children, families, 
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teachers and communities, and the social spaces that they inhabit, 

create and share (Murray, 2014). When children make the move to 

school, various interactions take place across and between different 

contexts and among different people. It is through these interactions 

that different patterns of activity emerge (Dockett, 2014; Peters, 2014) 

and a complex web of relationship evolves (Margetts & Phatudi, 2013).  

 

According to Albon and Rosen (2014) relationship is what 

emerges through the processes that lie between people. These 

processes can be defined as both actions and inactions. Relationship 

comes into fruition through individual perceptions, and it is “grounded 

in the experience of a separate self” (Cozolino, 2014, p. viii). It is not the 

process of ongoing interaction with ‘another’ that constitutes 

relationship but rather it is the internalisation and perception of 

interaction as it comes into being, and continues and discontinues for 

individual people over time and place – it is ongoing. As a child makes 

the move to school, different people come together and an 

entanglement of interaction emerges. It is the individual perception of 

these interactions where relationship lies.  

                         

A significant interaction as children make the transition to school 

is the interaction that takes place between adults. These interactions 

can act as gatekeepers, planning and shaping the transition experiences 

of children in specific ways (Freeman & Powers-Costello, 2011). They 

can also provide the foundation or a solid base for supporting and 

guiding children across and between different sites, including through 

both continuity and change. The interactions between adults are a 

unique component of the transition to school process in that whilst they 

surround children, and are generally focused on and about children, 

they are also navigated and developed by adults, who are themselves 

experiencing change.  
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In their work examining the implications of home-school 

relationships on parental involvement and student gain in mathematics 

and reading, Galindo and Sheldon (2012) found that  

 

[b]y establishing stronger relationships and connections with 

families, parents are more likely to get involved at the school and 

students are more likely to make greater gains in reading and math 

skills (p. 101). 

 

Furthermore, they suggest that the “interactions of people 

across the home and school contexts help explain children’s 

achievement gains in reading and math through kindergarten” (Galindo 

& Sheldon, 2012, p. 90), but that it is the quality of such interactions 

that is important. In relation to adult interaction as children start school 

determining what constitutes a ‘quality interaction’ for different 

individuals might be where the challenge lies.   

 

Despite the sound literature base on the role of adults during the 

transition to school, research on the transition experiences of adults is 

limited. Dockett et al. (2012) have provided some insight into the 

experiences of parents, highlighting a variety of changes that parents 

might experience at the relational, individual and contextual level. 

Hopps (2013) has provided similar insight into the transition experiences 

of educators in her work examining inter-setting communication at the 

time of transition.  

 

What appears to be lacking in the research literature is insight 

into how educators (as individuals) experience and navigate their own 

encounters with change, and in turn how this impacts on relationships. 

Latte (2012) has provided some valuable insight into the role of 

educators and what they perceive as an effective transition program. 

However, within her study the educators own individual experiences of 
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‘transitioning’ remained elusive. This is an area that warrants further 

investigation particularly given that educators play such a critical role in 

the transition experiences of children and families.  

 

2.1.4    The meeting of people 

Human identity is paradoxical. It is individual and “grounded in 

the experience of a separate self” but it is also dependent on, and a 

product of, social encounter and interaction (Cozolino, 2014, p. xiii). 

Throughout lifespan, human identity changes and is changed by others, 

contexts and events, and is shaped by daily interactions, and the activity 

that takes place between people, including the rites of passage that 

human life affords (van Gennep, 2010). It both emerges and rests in the 

meanings that are assigned to human activity and experience. This 

meaning, according to Garpelin (2014), “can be regarded as an ongoing 

process where we influence and are influenced by each other” (p. 120).  

 

Human beings regularly come into contact with other human 

beings. Through this contact, “influences that condition how [people] 

come to look at the world, how [they] come to know and understand 

changing realties in the everyday, and how and what knowledge [they] 

operationalise in [their] daily lives” both meet and sit in tension with 

one another (Nakata, 2007a, p. 4). It is through this convergence and 

divergence that different meanings are constructed and changes in 

individual self take place. It is also through this interaction that 

relationships, both positive and negative, come into fruition.  

 

As children make the move to school, people with different 

histories and experiences meet. This is a unique meeting in that it is 

prompted by a shared purpose (supporting children through change). 

However, it can also be restricted and confined by this shared purpose 

and how this purpose is constructed, perceived and enacted over time. 

For example some individuals might be inclined to withdraw from the 
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interaction once they perceive that children have made the move to 

school, whereas others might perceive the transition to school as 

extending beyond the first day of school, and therefore be more 

inclined to invest in the longevity of the interactions over time.  

 

The way the coming together of people is framed as children 

start school is an important notion for children and adults. Relationships 

offer a solid foundation for effective transition experiences (Griebel & 

Niesel, 2013), and ongoing support for children in formal educational 

settings (Christenson & Reschly, 2010). As children make the move to 

school an opportunity to build ongoing and lasting relationships 

emerges (ETC-Group, 2011). However, if starting school is not framed 

around facilitating quality interactions and opportunities for people to 

come together, the possibility of forging lasting relationships might 

never be realised. People need to be positioned in ways that enable 

them to engage in quality interactions. It is through these interactions 

that relationships emerge. 

 

Hopps (2013) suggests that barriers to engaging in quality 

interactions between educators can be found in, and related to, 

“particular differences between professionals” (p. 49). She further 

explains that such differences can be found in systemic structures, the 

ways in which educators perceive and enact their practice, and also in 

the different values of individuals (Hopps, 2013). Similar barriers to 

engaging in quality interactions might also be found in, and related to, 

the differences found between educators and parents.  

 

In work conducted in the Finnish school system Karila and 

Rantavuori (2014) drew on the notion of boundary work and boundary 

spaces to explore the meeting of different people, resources and 

contexts as children make the transition to school. Boundary spaces are 

defined as the spaces that are created when different contexts, 
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resources and people meet. They are the spaces that lie between the 

boundaries of contexts, resource and people.  

 

In the study carried out by Karila and Rantavuori, data were 

examined though a discursive perspective that involved identifying 

frames of activity that emerged when people, context and resource 

came together. A major insight into the meeting of difference that was 

found in the study was that “new practices and knowledge are by no 

means automatically produced when different professionals and 

institutions work together” (Karila & Rantavuori, 2014, p. 389). This is an 

important notion, particularly in the context of starting school. It 

suggests for ongoing support of children’s learning to be afforded that 

more than the physical action of coming together is required. 

 

Another way the meeting of difference has been conceptualised 

as children start school is through Epstein’s (1997) theory of overlapping 

spheres of influence. The theoretical lens recognises the spheres of 

family, the school and the community as the three major influences on a 

children’s growth and learning. According to Epstein, these spheres can 

be separate but when they come together the overlap between them is 

where interpersonal relationships and patterns of interaction and 

influence emerge. In relation to the meeting of difference, the theory of 

overlapping spheres of influence positions the school as the one to 

create and provide contexts for families and communities to come 

together, rather than the three influences coming together to create 

such context. This might be problematic in some instances, particularly 

if family or community cannot meet in the ways that the school has 

planned.  

 

Epstein’s theory has been widely adopted in policy 

documentation and initiatives throughout Australia (see Parent and 

Community Engagement Framework; The Commonwealth Family–
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School Partnerships Framework: A Guide for Schools and Families; 

Australian Institute of Family Studies) despite some review of the model 

presented within the literature since its conception (Price-Mitchell, 

2011). 

 

2.1.5    Partnerships that support learning 

As reported by Bailey and Dolan (2011), “partnership is a term 

[that] evokes much sensitivity with its implicit connotations of sharing 

and trust” (p. 33). In education literature and policy it is also a term that 

has been “rhetorically constructed as both the problem and the solution 

for increasing school productivity and the academic performance of 

socially disadvantaged groups” (de Carvalho, 2001, p. 12). Despite this 

rhetoric and the connotations that the term evokes, in an educational 

context the term ‘partnerships’ is problematic. 

 

Partnership positions people in certain ways. This positioning can 

take place through the structures, policy and procedure in which the 

term is defined, and through the tacit meanings that the term 

encompasses. It can also take place through the language that 

surrounds the term, including the subtle messages that are conveyed 

through, with, and around this language. Such positioning not only 

shapes the interaction that takes place between individuals but it 

shapes the realisation of the interactions that might be possible 

(Nakata, 2007b). 

 

In Australia, the term partnership has been embedded in Federal 

Education Policy to both describe and prescribe the ideal relationship 

between families and schools to maximize the learning of children (see 

Family–School Partnerships Framework, (Department of Education, 

Employment and Workplace Relations [DEEWR], 2008)). Such an 

approach, according to de Carvalho (2001) “represents a totalitarian 

movement in educational policy” whereby “it equates education with 



 
 

56 | P a g e  
 

schooling” and “penetrates the private realm [by formalising] family 

educative practices” (p. 11-12). Whilst this appears to be a highly critical 

analysis of government direction by de Carvalho, and an analysis that is 

not directed toward the Australian context, the language embedded 

around current policy documentation in Australia is certainly indicative 

of a totalitarian movement in Australian education policy. Two examples 

of this policy are the Australian Family-School Partnership Framework 

and the Family-School and Community Partnership Bureau (DEEWR, 

2008). 

 

Within both key policy initiatives, families are defined as “the 

first educators of their children” (DEEWR, 2008, p. 3). However, later 

elaborations on this notion suggest that it is only the “[f]amilies that 

understand the education system and the difficulties schools face [that] 

are a valuable source of support which schools cannot afford to 

underestimate” (DEEWR, 2008, p. 2). Within each initiative, parental 

engagement or parental involvement, are two terms that are drawn 

heavily upon to describe a school’s work with families. Such language, 

according to de Carvalho, is not conducive to developing partnership as 

it positions families as “object[s] of explicit policy intervention” (2001, p. 

4) and teachers and schools as the ones to intervene. It not only 

perpetuates the power imbalances often evident between families and 

schools and, in fact, may create one.   

 

In the field of education, the research base on partnership is 

vast. It is also diverse in that it draws on different terminology to 

describe the interaction and activity that takes place between families 

and schools, and parents and educators. Sometimes it is contradictory in 

that it uses multiple terms to articulate what defines these processes. 

For example, Epstein and Sheldon (2006) suggest that partnership is a 

better term to employ than parental involvement but that an effective 

partnership is underpinned by a framework of involvement. Emerson, 
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Fear, Fox, and Sanders (2012) suggest that parental engagement 

encapsulates the role of families in children’s learning but that parental 

engagement involves partnership between families and schools. Other 

terminology drawn upon in the literature includes collaboration 

(Bilodeau, Bélanger, Gagon, & Lussier, 2009); interaction (Lawrence, 

2014); relations (de Carvalho, 2001) and family engagement (Brown, 

Harris, Jacobson, & Trotti, 2014). 

 

The diverse nature of terminology makes it difficult to determine 

how best to describe a school’s work with families. This might be due to 

the fact that it is not really the work between ‘families’ and ‘schools’ 

that needs to be defined. Of course there are varying structures and 

practices in place that describe, facilitate, restrict and shape how a 

school interacts with families. However, in relation to supporting the 

learning of children it is the people who are embedded in ‘families’ and 

‘schools’ that come together. Starting with these individuals might 

inform the structures and practices around school’s work with families, 

and in turn better define the processes of working together to support 

the learning of children. 

 

2.2    Summary 

Children start school with mathematical understanding that has 

been developed and supported in a variety of settings (Knaus, 2013). This 

understanding is embedded within the sociocultural practices of families 

and communities, and is surrounded by specific meanings, traditions, and 

ways of doing and knowing (Civil, 2009; Meaney & Lange, 2013). 

Supporting these existing understandings is important but also difficult for 

educators to do, as it demands a significant investment in time (Wager, 

2013). It also requires a specific form of expertise whereby educators need 

to be able to “recognise and respond to what others might offer” 

(Edwards, 2010, p. 13).  
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As children make the move to school, people meet, and 

relationships are forged. It is through these relationships that various ways 

of working together emerge. Current research, policy and practice describe 

this work with diverse language, and some of this language can position 

people, shape interactions, and restrict the recognition of opportunity and 

possibility (de Carvalho, 2001). Examining how individuals come together 

to identify and support the mathematical understandings of children, what 

processes they engage in, how such relationships are forged, and what 

emerges through these relationships, has the potential to guide future 

ways of working together.  

 

Observing how individuals come together to support children and 

their mathematical understandings is easy; understanding this process is 

not so easy. Understanding involves exploring the spaces that lie between 

people with an openness to “developing dispositions for not yet 

contemplated ways of thinking” (Nakata, Nakata, Keech, & Bolt, 2012, p. 

130). It includes stepping away from the familiar to see and better 

understand difference whilst simultaneously developing an awareness of 

biases and worldviews. Understanding also incorporates exploring the 

space that lies between the ‘studied’ and the ‘studier’ including how this 

space might  

“inform, constrain or enable what can be seen or not seen, 

what can be brought to the surface or sutured over, what can be said 

or not said, heard or not heard, understood or misunderstood, what 

knowledge can be accepted, rejected, legitimised or marginalised, or 

what actions can be taken or not taken on both individual and 

collective levels” (Nakata, 2007b, p. 199). 

 

It is a complex undertaking in which “multi-layered and multi-

dimensional space[s] of dynamic relations” (Nakata, 2007b, p. 199) must 

be explored.  
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In this chapter the literature drawn upon to theoretically position 

this study has been presented. This theoretical positioning is developed 

further in the following chapter through outlining the methodological 

approach and the presentation of the theoretical lens that was adopted in 

the study. 
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Chapter 3: Methodology  

 

3.1       Introduction 

This study set out to examine how the mathematical 

understandings of children might be noticed and supported as children 

start school. The literature reviewed suggested that this might be best 

achieved if the adults in the lives of children come together. This became a 

driving principle of the research design. Another driver of the research 

design centred on the notion that both theory and practice were equally 

important in determining understanding. The design should draw on both 

theory and practice and also contribute to both. The following section of 

this chapter details how this was achieved.  

 

3.2       Pragmatism 

Pragmatism emerged through the works of James (1907), Dewey 

(1929) and Peirce (1905) in response to positivist assumptions around 

knowledge and truth. Pragmatists rejected the quest for certainty 

suggesting that “science becomes understandable only if we drop the 

conception of science as a system of absolute truths” (Maxcy, 2003, p. 72). 

Underpinning the pragmatic mode of inquiry are the notions that “[i]t is 

through social transactions that we come to understand the existence of 

multiple subjective realities” (Tashakkori & Teddie, 2010, p. 57), and that 

experience is at the heart of philosophical thought and therefore must be 

the starting point of philosophical inquiry.  

 

Pragmatism is a generative mode of inquiry that is concerned with 

both experience and interpretation. Within pragmatic inquiry, the 

distinction between realism and anti-realism are rejected in that reality is 

assumed as dynamic in accordance with and to human action, that is it 

changes through and because of human experience (Metcalfe, 2008). Lived 

experience is at the forefront of pragmatic inquiry. However, “those being 
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inquired about are not considered ‘subjects’ but rather experts, 

knowledgeable communities” (Metcalfe, 2008, p. 1093). 

 

According to van Mane, lived experience “can never be grasped in 

its immediate manifestation but only reflectively as past presence” (1990, 

p.36). He further explains that, “our appropriation of the meaning of lived 

experience is always of something past that can never be grasped in its full 

richness and depth since lived experience implicates the totality of life” 

(van Mane, 1990, p.36). In this inquiry, the lived experience refers to the 

nature, meaning and reality of human experience. It provides a way to 

bring together theoretical abstractions with the pragmatics of day-to-day 

happenings, as they are experienced. 

 

Although the approach adopted in this study draws from many of 

the concepts posited in the early works of Dewey, James and Peirce, it is 

the more contemporary views of Putnam and Cobb that underpin this 

inquiry. Original conceptions of pragmatism focused primarily on people in 

real world contexts, whereas a latter interpretation, pragmatic realism, 

draws on the notion that “truth is pragmatically real in both scientific 

practice and everyday life” (Cobb, 2011, p. 15). From this perspective 

inquiry is not grounded in one or the other but in both scientific and 

everyday practice (Cobb, 2011).   

 

At the core of pragmatic realism is the notion that “experience is 

not screened off from reality but is instead a path into it” (Cobb, 2011, p. 

14). Therefore, inquiry should be practical and outcome-orientated, but 

also scientific in that it should be entwined with, and lead to, developing 

new theoretical understandings (Johnson, Onwuegbuzie, & Turner, 2007). 

Pragmatic realism does not prescribe how an inquiry should take place but 

it does demand that the choices made throughout the inquiry are 

“justified, and that the justification should be pragmatic in nature” (Cobb, 

2011, p. 16). It is through this justification that new theoretical 



 
 

62 | P a g e  
 

considerations emerge and that existing theoretical understandings are 

examined, refined and developed.  

 

The inquiry reported in this thesis is emergent and grounded in the 

ideas of pragmatic realism. Underpinning the inquiry is the position that 

real world knowledge and scientific knowledge are intrinsically linked in 

that they inform and build on one another. The study is embedded in the 

everyday but it shares a close relationship with scientific practice. This 

relationship is achieved by drawing on the research literature to make 

sense of what emerges but also by using what is learned through the 

everyday to shape and contribute to theoretical knowledge. In this study 

real world and theory are not separate notions, they are simultaneously 

drawn upon throughout the inquiry to gain understanding. 

 

3.3       Design Based Research 

Design-based research (DBR) is a series of methodological 

approaches that facilitate the exploration of complex phenomena in real-

life contexts, and in collaboration with people engaged in everyday 

practice (Herrington, McKenney, Reeves, & Oliver, 2007). This series of 

approaches works simultaneously to improve practice, and to test and 

develop scientific practice (Barab & Squire, 2004). DBR was introduced to 

educationalists in 1992 through the works of Ann Brown and Alan Collins. It 

can be described as “an attempt to engineer innovative educational 

environments and simultaneously conduct experimental studies of those 

innovations” (Brown, 1992, p. 141). It can also be described as a way to 

understand the responses that a newly engineered environment arouses 

(McKenney & Reeves, 2012).  

 

DBR studies are emergent and consist of a number of distinct 

phases. Each of the phases contributes to the overall research narrative 

but can also be likened to micro-stand-alone studies within the wider 

research project (Kennedy-Clark, 2013). They are iterative in nature and 
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consist of ongoing cycles of implementation and analysis. Each cycle is 

embedded in practice but is also embedded theoretically in that scientific 

knowledge is drawn upon to analyse and understand what is emerging.  

 

McKenney and Reeves (2012) explain that DBR can be conducted in 

two ways; “on interventions” or “through interventions” (p. 23). The first 

way focuses solely on an intervention and determining how, why and with 

whom it works; and the second focuses on “understanding the responses 

[that] the intervention engenders” (McKenney & Reeves, 2012, p. 23).  

 

In this study I was interested in understanding the processes that 

adults engaged in to support the mathematical understandings of children 

as they made the transition to school. Therefore, I was concerned with the 

responses that the intervention produced rather than the intervention 

itself and how it worked in action (McKenney & Reeves, 2012). My goal 

was to develop some draft design principles around how adults might be 

supported to come together to focus on supporting the mathematical 

understandings of children making the move to school. These draft 

principles could then be drawn on and further refined by others embarking 

on similar practice or research. 

 

Generally, in a DBR inquiry, draft principles are developed by the 

researcher, and then refined and reworked with practitioners in real world 

contexts. What differed in this inquiry was that the draft design principles 

were not developed by the researcher but instead were derived through 

the implementation of the intervention in the real world context.” 

If permitted, a natural “next step” in the DBR process would be to 

take the draft design principles back to practitioners to further refine and 

develop. However, due to the limited time within the doctoral process this 

next step was not possible. Therefore the design principles that are 

presented in this thesis may require further refinement and can be 
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considered as insight or a starting point for others embarking on similar 

work. 

 

3.4 Pragmatic Realism and Design Based Research 

Every inquiry is embedded within a particular view of the world, 

which guides the choices made in the research process. In this study, 

person, context and theory are not inseparable notions; each informs, 

creates and shapes the other, and they are examined together to gain 

understanding. Cobb suggests that this kind of inquiry, “offer[s] a new 

solution to traditional epistemological problems [as it] questions the way in 

which epistemological problems have traditionally been framed” (2011, p. 

14). DBR is embedded within this mode of thinking in that it facilitates a 

process whereby solutions to problems are not only tested in real world 

contexts, but they are also drawn upon to understand responses to such 

solutions within contexts and with the people upon whom they have most 

impact. Scientific knowledge is simultaneously developed throughout the 

inquiry in that everyday practice is drawn upon to gain understandings and 

to develop new theoretical constructions. This process contributes to both 

everyday and scientific practice by bringing both together to gain 

understanding. 

 

The iterative series of approaches built into the DBR methodology 

act as mini-inquiries within the wider study. These mini-inquiries assist in 

concurrently drawing on scientific and everyday practice to test ideas and 

to gain understanding. Methods are not prescribed but are chosen to suit 

the needs of the inquiry as it is developed. This affords an opportunity to 

tailor the methodological approach in ways that better meet the nature of 

an emergent inquiry. The iterative cycles in this inquiry were focused on 

the implementation of the intervention. My aim was to refine the 

intervention, implement it in the real world context, and then to determine 

what could be learned through what transpired. 
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In the following section of this chapter the theoretical framework is 

introduced. This is followed by the presentation of the research design, the 

methods drawn upon, the recruitment of participants, and phase one of 

the study. It is important to highlight that design studies are emergent and 

therefore reporting on such inquiries involves the telling of an unfolding 

narrative. The chapter concludes with a presentation of the intervention 

that was implemented at two different sites. The implementation marks 

the second phase of the project.  

 

3.5       Theoretical Framework 

The focus of the inquiry reported in this thesis was on 

understanding. Gaining understanding requires “developing dispositions 

for not yet contemplated ways of thinking” (Nakata et al., 2012, p. 130), 

and stepping away from the familiar in order to gain an understanding of 

the familiar of others. It is a difficult undertaking that demands an explicit 

focus, whilst at the same time remaining open to being introduced to new 

foci as the analysis unfolds. In order to gain such understanding a 

theoretical lens that affords this possibility is required. 

 

The Cultural Interface is an Indigenous lens that draws on a 

theoretical platform developed in response to post colonialism and with 

feminist theoretical underpinnings (Anderson, 2009). It provides a schema 

from which to understand the merging of people, not through a 

juxtaposition of ‘us and them’, nor through solely observing the actions of 

coming together, but through an interpretive framework of convergence 

(Nakata, 2011a). In relation to gaining understanding, in this study, the 

Cultural Interface provided a way to identify and understand what 

emerged as, and when, difference meets.  

 

There are a number of metaphors drawn upon in the research 

literature to describe the space that emerges when difference meets. As 

mentioned in the previous chapter Pratt (2008) uses the term ‘contact 
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zone’ to define the space that is created. Other terms drawn upon to 

describe this space are ‘Borderlands’ (Peters, 2014); ‘Border Crossings’ 

(Giroux, 1992); and ‘Boundaries and Boundary Crossings’ (Engeström, 

Engeström, & Kärkkäinen, 1995). What defines the Cultural Interface as 

distinct from these other terms is the focus on convergence.  

 

Nakata uses the metaphor of a Cultural Interface to locate 

Indigenous and Torres Strait Islander peoples when they meet Western 

knowledge and perspective. He provides an alternative to the description 

of difference, juxtaposition, and a cross-cultural encounter, and draws on 

the metaphor as a way to move focus beyond difference. He achieves this 

shift by recognising and focusing on the emergence of a hybrid or creation 

of ‘a changed’ or ‘a new’ within the encounter. Examining convergence 

rather than juxtaposition provides a way to study the evolution of 

relationships, and also a way to gain an understanding of what emerges as 

a result of convergence. 

 

Nakata describes the Cultural Interface as a space of “many shifting 

and complex intersections between different people with different 

histories, experience, language, agendas, aspirations and responses” 

(2007a, p. 199). He further explains that this is “a space that abounds with 

contradictions, ambiguities, conflict and contestation of meanings that 

emerge from … various shifting intersections” (Nakata, 2007a, p. 199). In 

this study, I was interested in how adults come together to support the 

mathematical understandings of children. More specifically, I was 

interested in the processes that adults engaged in when coming together 

with other adults across different contexts (home, prior-to-school and first-

year-of-school). The Cultural Interface provided a lens that recognised the 

diversity of people, and also the coming together of this diversity as it 

unfolded in action.  
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Drawing on the notion that relationships emerge through the 

internalisation of the processes that lie between people, the Cultural 

Interface provided a window through which to gain some insight into such 

process (Albon & Rosen, 2014). This involved considering the diversity of 

individuals and contexts, but also moving beyond this difference and 

toward examining what emerges when diversity meets. By examining this 

space (the Cultural Interface) a deeper understanding of relationships and 

how they emerged in action was afforded.  

 

3.6        Developing the Intervention 

Green (2009) suggests that “rather than suspend our subjective 

experiences, research ought to invite the researcher to become explicit 

within the research process, and encourage us to identify our positionality 

as a starting point for acquiring knowledge” (p. 1). The starting point for 

this study stemmed from the observation of my brother’s children. I was 

curious as to why they were proficient users of mathematics outside of 

school, but then struggled with school mathematics in their first year of 

formal education. I was seeking both reason and solution to this problem, 

but in doing so was creating a tension in that I was bringing to the research 

my own implicit assumptions, prejudice and subjectivities.  

 

The Design-Based Research Collective (2003) suggest that “although 

there are no simple solutions to what we see as a necessary tension arising 

from the coupling of empirical research to design, it is possible to employ 

specific research methods to question the designer-researcher’s tacitly 

held assumptions” (p. 7). In this study these methods involved presenting 

my ongoing thinking throughout the project rather than hiding such 

thinking within the research process (researcher field notes). It also 

involved maintaining an ongoing triadic relationship between theory, 

practice and analysis whereby my own tacitly held assumptions and 

subjectivities were continuously presented and examined as part of the 
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analysis as the project unfolded (examining what was emerging alongside 

different reviews of the research literature).  

 

Design studies commence with the exploration of a problem. The 

problem is a central component of the research approach as it “creates a 

purpose for the research but also it is the creation … of a solution to this 

problem that will form the focus of the entire study” (Herrington et al. 

2007, p. 5). Through personal experience, I was able to identify a problem 

for investigation but it was not until I engaged with the research literature 

that I began to examine some of the potential reasons or contributors to 

the problem that I had identified. At times this process challenged my 

thinking and my perceptions; at other times it confirmed the varying 

avenues that I was pursuing.  

 

DBR studies are narratives that unfold over time. Therefore, in 

reporting on DBR studies, the early thinking and actions of the researcher 

are important contributions. In doctoral dissertations these contributions 

involve the researcher’s early thinking of or about a problem, including 

how this early thinking shaped the doctoral project (Herrington et al., 

2007). The overview of the research literature, presented in chapter one, 

marked the beginning of the project. It provided various possibilities for 

the identified problem, and guided the initial ideas toward the formulation 

of a possible solution (the intervention). In this study, it was also used to 

complete the research proposal, identify suitable theoretical frameworks, 

and methodology, and it was drawn upon to confirm that the problem 

identified was indeed an issue worth exploring.  

 

The second review of the literature, presented in Chapter Two built 

on these initial ideas. It also highlighted that understanding the processes 

that adults engage in to support children’s mathematical understandings 

might provide guidance for future ways of working together. It was both 

the first and the second review of the literature that facilitated the thinking 
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around the formulation of the intervention, but also my own experiences 

as researcher, an aunt, a parent, a prior-to-school teacher and a first-year-

of-school teacher that assisted in its development. In the following section 

the intervention is presented. 

 

3.7        Presenting the Intervention  

The initial intervention was established around the formation of 

‘research teams’. The teams would consist of the key adults present in the 

lives of young children as they made the transition to school (a first-year-

of-school teacher (FYS), a prior-to-school-teacher (PTS), and parents). The 

aim of each research team was to work together to research the existing 

mathematical understandings of children, and then to create a plan that 

would support those understandings as children made the transition to 

school. The researcher’s role within the project would be to support, 

observe and understand how the adults came together to engage in such 

action. 

 

In order to confirm that the problem that I had identified (through 

the observations of my nieces and nephews and the research literature) 

was a problem that existed in practice, it (along with the proposed 

intervention) was presented to practitioners across Gippsland, Regional 

Victoria, Australia (Figure 2). There were six presentations during which the 

project was introduced to people in their everyday contexts (Gonzalez et 

al., 2005). These presentations involved staging the problem as a narrative 

by drawing on what I had observed in the everyday, what I had learned in 

my review of the literature, and what I was proposing as a solution. Each 

person presented to was asked to provide oral feedback and suggestion on 

the identified problem, and also on the proposed solution that had been 

formulated (the intervention).  
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Figure 2 Map of the Gippsland Region 

 

 

 

The presentations took place at transition network meetings that 

were already operational across the region. These meetings had been 

designed to bring educators together to discuss the transition to school. 

During the presentations, participants were also provided with an 

opportunity to opt into the project by writing their contact details on a sign-

up sheet. The sign-up sheet was introduced at the beginning of 

presentations, and passed around both during and after discussions.  

 

During these early presentations it became apparent that both 

identifying and supporting the existing mathematical understandings of 

children as they make the transition to school was indeed a problem of 

practice. The educators proposed a variety of reasons for this problem, 

many of which stemmed from a lack of time. For example, it was suggested 

that “term four is so busy that it is difficult to make time for the children 

coming in [to the primary school setting]”, and also that there “is no time for 

us [the preschool teacher and the prep teacher] to meet to talk about 

learning”. This was an ongoing sentiment across each of the presentations 

and one that was a major consideration in refining the intervention.  

 

One concept that emerged through the different presentations was 

the importance of context. It became apparent, that people interpreted 

both the problem of practice, and the proposed intervention, according to 

their own personal experiences, and within their own unique contexts. This 
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emphasised very early, that, although I had planned to implement the same 

intervention in a few different contexts, it might need to be refined within 

those contexts to meet individual needs. This highlighted the need for an 

intervention that was flexible, rather than prescriptive, and that could be 

adapted and refined to meet local needs, individual people and different 

contexts. 

 

Although the presentations were also designed to recruit participants 

into the study, no participants were recruited through them. Wanat (2008), 

suggests that negotiating access to research settings and participants is 

“based on building relationships with gatekeepers” (p. 192). This was 

evident in this study when four educators flagged their interest during the 

presentations but suggested that they would need to gain permission from 

their principals and the prior-to-school director before they committed. 

When this interest was followed up a few days after the presentation, none 

of the educators was granted permission to participate. This resulted in a 

new approach to the recruitment of participants that took into account the 

notion of what was learned through the initial attempt. The following 

section details this approach. 

 

3.8     Recruiting Participants 

Ten principals in Regional Victorian Schools were contacted via both 

email and telephone. Six agreed to talk about the project: four face-to-face 

and two via telephone. During two of the face-to-face meetings, the prep 

teacher (the teacher of the first year of formal schooling) was also present. 

Two prior-to-school directors were also approached via email and 

telephone; one agreed to talk about the project. This meeting took place via 

telephone. With the permission of those involved, both face-to-face and 

telephone meetings were audio recorded and later transcribed. During the 

meetings the project was explained, principals and the prior-to-school 

director were asked to provide their opinions and input into the perceived 
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problem of practice and the proposed intervention, and then permission 

was sought to present the project to educators and families. 

 

Three out of six of the principals communicated that whilst they 

acknowledged the importance of the adults in the lives of young children 

working together, and agreed that there was little guidance as to how they 

might do this in practice, they did not believe that focusing on children’s 

mathematics during the transition to school was a priority. One principal 

suggested that “…behaviour and emotional development are much better 

areas to focus on during the transition to school”. Another explained that at 

her school it was “all about routines during term one”; and a third principal 

communicated that at his school “… the focus is simply on making the 

children feel safe, cared for and comfortable.” 

 

Such feedback prompted reflection on my own perceptions of what 

is important as children make the move to school. I did not disagree with the 

principals in that developmental perspectives were important considerations 

during the transition processes, but I also thought that they would be 

supported through a focus on mathematical understandings. Not all 

principals shared the same sentiment as these principals. One principal 

suggested “most of the time the first term is wasted testing what they know 

when we could, we should, be building on what they know.” And a second 

principal offered, “they do the [numeracy] interview … but you know you’re 

playing catch up ‘cause the kids are here, they [the teachers] are already 

teaching them.” Nevertheless the strong focus on social and emotional 

development that emerged during these meetings prompted me to revisit 

the literature.  

 

Through reengagement with the literature it became evident that 

how adults perceive mathematics is an important notion, particularly during 

the transition to school (Goff, Dockett, & Perry, 2013; Perry, 2013). For 

example, if adults perceived mathematics as a curriculum area, supporting 
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mathematics might not be a focus as children start school, because children 

might be understood to have not yet encountered mathematics. However, if 

mathematics is perceived “as a social and cultural phenomenon” and “as a 

tool to use in everyday life” (Björklund, 2008, p. 92), young children might be 

better understood to have developed some understandings of mathematics 

prior to starting formal education, and then these emerging understandings 

might also be perceived as worthwhile supporting.  

 

The two principals that appeared to be receptive to the project’s 

focus on mathematics gave permission to share the project with educators. 

The prior-to-school director, who also indicated that a focus on mathematics 

was important, granted approval to share the project.  

 

After these initial meetings the project was presented initially to FYS 

teachers. Two presentations took place; the first immediately after speaking 

with the principal, the other took place at the same time as the principal 

presentation (the principal invited the FYS teacher into the principal 

presentation). Both FYS teachers expressed an interest in participating in the 

project.  

 

The project was then presented to PTS teachers. The PTS teachers 

were working in settings that fed into the two primary schools (and who 

would be working with the primary school during the transition to school). 

Throughout these presentations it was not revealed that the FYS teachers 

had already agreed to participate in the project, as I did not want the PTS 

teachers to feel pressured at all. All four PTS teachers initially suggested that 

they would be interested in participating in the research project, but would 

wait to see how the families received the project before committing.  

 

During presentations, advice was also sought from PTS teachers as to 

what might be the best way to present the project to the families of children 

in the prior-to-school setting. Three teachers suggested a group 
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presentation to parents after the preschool session; one suggested an 

approach that involved talking to parents whilst they were waiting to collect 

their children. Design studies are “structured to explore, rather than mute, 

the complex realities of teaching and learning contexts, and respond 

accordingly” (McKenney & Reeves, 2012, p. 15). Recognising that people 

have expert contextual knowledge that can guide the researcher and the 

research process was an important element of this study. 

 

The presentation to families consisted of three group presentations 

that were audio recorded and later transcribed; and one informal group 

discussion with parents (as they waited to collect their children), that was 

recorded through researcher field notes that were written after the 

conversations took place. The families from only one of the presentation 

sites opted into the study, and, therefore, so did the PTS teacher. None of 

the parents who were approached independently expressed interest in 

participating in the project. However, the PTS teacher from this site 

suggested that perhaps she and the FYS teacher could still work together 

with families, and that possibly this might just take a little time to develop. I 

acted on this advice and this teacher was also recruited into the study.   

 

The recruitment process in this study was intricate and demanded 

flexibility. One of the objectives of DBR “is to foster the emergence of other 

potential [sometimes not yet conceptualised] pathways … by capitalising on 

contingencies that arise as the design unfolds” (Cobb, et al., 2003, p. 10). 

Both introducing the project to practice, and also recruiting participants into 

the study, presented various opportunities for this to happen. It also 

provided various opportunities for face-to-face contact between researcher 

and participant. This early contact not only assisted in transparency in 

relation to the purpose and goals of the study but it also provided a solid 

foundation of trust between researcher and participant.  
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According to Bright (2013), “trust is the foundation of ethical 

research relationships; it places the onus on the researcher to be aware of 

and to manage the relational borderlands and dual processes that can 

exist...” (p. 109). At this stage of the project this was an important notion as 

it provided the first glimpse into everyday practice and facilitated a better 

understanding of the contexts in which participants were working. It also 

laid the foundation for further developing the intervention, and for working 

together throughout the inquiry.  

 

Table 1 introduces the research participants who were located at the 

two different sites. When participants were recruited into the study they 

were also asked how they defined their own proficiency with mathematics. 

Table 1 also represents these data (ability). Pseudonyms have been used for 

all participants.  
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Table 1 - Participants 
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3.9    Methods  

In the early stages of the project, a variety of insights into everyday 

practice were gained. For example, teachers, parents and school leaders all 

indicated that time might be a substantial barrier in coming together to 

support the mathematics learning of children during the transition to school. 

They also suggested that wider restraints such as work hours, the prior-to-

school session hours, and school timetabling might also be problematic. This 

early knowledge was useful in that it both extended and enhanced my 

understanding of practice, including some of the wider influences impacting 

on people and context.  

 

In developing the intervention, I wanted a structure that would not 

be onerous for participants but that would instead facilitate and 

complement their day-to-day lives and practice. I did not want this structure 

to be prescriptive or restrictive, although it was important that the focus of 

the relationship was on supporting the mathematical understandings of 

children making the transition to school. In order to achieve these outcomes 

two research teams (team 1 and team 2) were established at the two 

different sites. Each research team consisted of a PTS teacher, a FYS teacher 

and parents, although the composition and role of the parents differed 

across the sites. The research teams were provided with the brief of 

determining the existing mathematical understandings of children in the 

preschool context, and the task of devising a plan that would support that 

mathematics as the children made the move to school. Figure 3 provides a 

visual representation of the composition of each of the research teams that 

were located at the two different sites. 

 

 

 

 

 

 



 
 

78 | P a g e  
 

Figure 3 – Composition of Research Teams 
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There was no direction from the researcher as to how each research 

team might conduct their investigations, but each individual within the 

research teams was asked to keep a diary of their actions. In order for the 

individuals in each of the teams to have time to participate in the inquiry, 

three hours per week time release for the teachers to spend working on the 

project was provided. Offering my own time as a registered teacher in both 

contexts, and releasing the teachers from their usual contexts achieved this 

objective. During this time, researcher field notes were used to record any 

inquiry-focused interactions that I experienced with teachers. 

 

Throughout the inquiry, video recorded research team meetings 

were conducted. These meetings provided an opportunity to discuss and 

refine the intervention, and also an opportunity to discuss the research 

teams’ progress, and to provide any assistance that might be required. 

Throughout the inquiry, there was four research team meetings for each 

team: three before and one after the children had started school. There was 

also an introductory meeting where the focus for the inquiry was discussed 

and the intervention was refined to meet local needs. Times for meetings 

were negotiated with research team members. Each of the meetings was 

structured as a conversational interview (Burgess-Limerick & Burgess-

Limerick, 1998).  

 

Conversational interviews are “established interactively” and each 

“individual and situation produces a unique agenda that allows the 

researcher to ground the research completely in the experiences of 

participants” (Burgess-Limerick & Burgess-Limerick, 1998, p. 64). In this 

study conversational interviews provided a way to recognise participants as 

experts of their own lived experiences by ensuring that they had a platform 

in which to share such knowledge. It also provided a way to refine the 

intervention and to establish what was unfolding in practice (as it was 

unfolding). 
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Individual participants within the project were provided with my 

email address. This provided an avenue for research team members to flag 

any concerns, or to communicate any issues that might have arisen, it also 

became a valuable source of data collection.  

 

In summary, data were collected via four different methods:  

1. Participant diaries; 

2. Researcher field notes; 

3. Video/audio recordings of team meetings; and 

4. Email data. 

 

3.10   Analysis 

Data in DBR inquiries are analysed immediately, continuously and 

retrospectively (Wang & Hannafin, 2005). This involves the examination of 

individual sources in isolation during the different stages of the inquiry, and 

also the examination of all sources retrospectively at the end of the project. 

Despite these different stages of analysis the process of analysing each data 

source remains the same throughout the inquiry.  

 

DBR inquiries are renowned for generating large data sets 

(McKenney & Reeves, 2012) and this study was no exception. In order to 

sort data and ensure that it remained manageable, video/audio data were 

transcribed verbatim after each research team meeting. Data were then 

reduced into manageable portions by highlighting ‘relevant text’ - any text 

that highlighted the observable action taking place between individuals and 

any text that highlighted the observable action involved in supporting the 

mathematical understandings of children. These data were used to inform 

some of the initial questioning during consequent research team meetings 

but were also re-examined for repeating ideas in the second level of data 

analysis. Data from researcher field notes were treated the same way.  
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The first level of analysis was both immediate and continuous in that 

it occurred immediately after research team meetings and alongside 

researcher field notes and email data, and continued for the duration of the 

study. This analysis primarily took place in the second phase of the inquiry 

and during the implementation of the intervention. The second level of data 

analysis occurred in the third phase of the study and after the intervention 

was implemented. In this second level of analysis remaining data 

(participant diaries) were transcribed verbatim and once again reduced into 

manageable portions by highlighting relevant text. This text and the text 

reduced in the first level of analysis were then examined independently for 

‘repeating ideas’ - defined by Auerbach and Silverstein (2003) as “an idea 

expressed in relevant text by two or more research participants” (p. 54). In 

this study this definition extended to include an action or inaction that was 

observable in relevant text on two or more occasions.  

 

After each data source was examined independently, the repeating 

ideas from all data sources were re-examined. This involved organising these 

repeating into one composite list. It also involved examining these data 

relative to a starter idea that was taken from “the first repeating idea” on 

the first transcript examined (Auerbach & Silverstein, 2003, p. 62). The 

starter idea was the first repeating idea on the list. Once all repeating ideas 

were examined relative to the starter idea the process was repeated with 

the next repeating idea becoming the starter idea. During this process, 

researcher notes were also kept to highlight how the text selected was 

related to the starter idea. This process was replicated across all repeating 

ideas until there were no repeating ideas left to examine. Text that did not 

transfer underneath another repeating idea at this stage of analysis was 

disregarded. 

 

Repeating ideas were then grouped according to common themes. 

Once again, a starter idea was used as a basis for this grouping (data were 

examined relative to this starter idea). When repeating ideas were grouped 
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under the first theme, the process was continued with remaining repeating 

ideas until all data were assigned to a theme. Themes were then examined 

through the theoretical lens of the Cultural Interface to both make sense of 

what had emerged, and to generate new theoretical constructs.  

 

The lens of the Cultural Interface is a framework of convergence 

(Nakata, 2007a). In this study it provided a way to make sense of how adult 

relationships that were focused on supporting the mathematical 

understandings of children as they made the transition to school emerged. 

Nakata (2007a) explains the Cultural Interface as the space between 

different people who come together in the everyday. It is a dynamic and 

emergent space in which individuals are present in more than one world - 

their world and the new world that has been created through the meeting of 

difference. In this inquiry the Cultural Interface was used as a theoretical 

lens to identify and understand what could be  

 

seen or not seen, what [was] brought to the surface or sutured over, 

what [could] be said or not said, heard or not heard, understood or 

misunderstood, what knowledge [could] be accepted, rejected, 

legitimised or marginalised, [and] what actions [could] be taken or 

not taken on both individual and collective levels (Nakata, 2007a, p. 

199). 

 

By understanding this space, the nexus of theory and practice 

and the emergence of relationship between different people could be 

captured in action, and then understood. This understanding was not 

achieved by identifying “a simple intersection between scientific ways of 

understanding” and practical ways of “understanding the same 

environment” (Nakata, 2010, p. 56), or by identifying the intersecting 

trajectories of different people at different times. It was achieved by 

examining the entanglements, synergies and discords that such 

intersections and trajectories contained (Nakata, 2010). Each theme was 
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examined independently, but also in relation to other themes that 

emerged within the data. Themes were also examined in relation to 

time (where they might have emerged in the study) and through 

existing theoretical knowledge. From this examination a set of 

theoretical constructs was derived.  

 

In the final level of analysis the theoretical constructs derived 

from the data were then drawn upon to re-examine the data for 

process. The processes identified were then examined with reference to 

the research questions and finally alongside the research literature to 

derive a set of draft design principles that could be offered as a starting 

point to guide future theoretical and practical work.  

 

Table 2 provides a visual representation of the phases of the 

inquiry and also the levels of data analysis and data sources examined. 

 

 

Table 2 – Visual Representation of Phases of Inquiry, Levels of Data Analysis 

and Data Sources 
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3.11 Ethics, Limitations and Credibility 

3.11.1 Ethics 

The emergent nature of the research design reported in this thesis 

made it difficult to pre-empt all of the ethical considerations that could 

have emerged as the project unfolded. This was a concept that I was aware 

of at the commencement of the project and therefore was something that 

was monitored throughout the project. Such monitoring took place 

through email correspondence, informal discussions when I was releasing 

the teachers to spend time in each other’s contexts, and also through 

formal research team meetings.  

 

University and Department of Education ethics approvals were 

obtained prior to the commencement of the research (Appendix 2). 

Information about the project, including the purpose of the research was 

also provided verbally (through presenting the project) and also in written 

format (Appendix 3). Participants were all provided with consent forms 

prior to the commencement of the research. These consent forms further 

outlined the project, including the rights and roles of individuals in a 

written format (Appendix 4).  

 

To protect the identity of participants when reporting the findings 

from the project a number of data management strategies were put in 

place prior to the commencement of the research. For example, in the 

initial stages of reporting, pseudonyms were used to protect participant 

confidentiality. In later stages of the inquiry, data were aggregated and this 

aggregation further contributed toward addressing notions of 

confidentiality and maintenance of anonymity in the reporting of findings.  

 

 3.11.2 Limitations 

The transparency that was afforded during the recruitment stage of 

the study ensured that all participants were aware of the problem to which 

I was interested in finding a solution. In some ways this guided the work of 
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the adults and focused each of the research team meetings throughout the 

inquiry. The questioning that took place during research team meetings 

was, in turn, derived from my own understanding of what was emerging 

through individual correspondence with participants as the intervention 

unfolded. This might have limited what was noticed and what emerged 

through the inquiry by narrowing the frame of attention. If the research 

was not introduced to participants as a problem to which I was seeking 

solution, and if I was not involved in releasing teachers to spend time in 

each other’s contexts (hence interacting with them on a regular basis), 

different data might have emerged.  

 

Another limitation of the study centred on the notion of 

generalization. The sample size in this inquiry is small, and therefore it is 

difficult to generalize the results to every adult relationship that focuses on 

supporting the mathematical understandings of children as they make the 

move to school. It is important to note that the set of design principles that 

have been derived from the results of this study have also been 

simultaneously derived through theoretical constructs. They are 

informative rather than definitive, and have been designed to provide 

theoretical and practical insight into the processes that some adults 

engaged in to establish and maintain relationships that focused on 

supporting the mathematical understandings of children. The idea of 

developing these principles is to highlight what has been possible for some 

individuals, and, in turn, provide insight to others.  

 

3.11.3 Credibility 

A conscious effort was made to ensure that researcher bias was 

minimized. This was achieved in a number of ways. Firstly, peer debriefing 

about the process of data generation and analysis was a constant feature 

of the inquiry. This debriefing involved presenting early findings, methods 

and data analysis techniques to peers for review at both international and 

national conferences and workshops. It also involved ongoing consultation 
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with doctoral supervisors and regular discussions and presentations with 

experienced researchers within my own university setting. Secondly, 

participant checks were made throughout the inquiry. These checks were 

not explicit (e.g. they did not involve asking participants for clarification 

directly), but rather they were performed through the guiding questions 

that were generated from and used in research team meetings. Finally, by 

drawing on a variety of data sources to corroborate what was being 

noticed, multiple ways to check and clarify what was emerging throughout 

the inquiry were afforded. 

 

3.12     Conclusion 

In this chapter the methodological approach adopted in the study 

has been outlined, this has included the strategies employed for the 

recruitment of participants, data collection, and data analysis. The 

structure of the research design has also been detailed, and the 

intervention that was implemented at two different sites has been 

introduced. In the following chapter the second phase of the inquiry is 

outlined. This phase of the inquiry involved the implementation of the 

intervention at two different sites, and includes the iterative cycles of 

refinement that took place. In this chapter the results from the first level of 

analysis are also presented. 
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Chapter 4 – Implementing the Intervention  

PHASE TWO 

4.1 Introduction 

The intervention presented in this study was formulated around the 

idea of bringing the adults in the lives of young children together to 

support children’s mathematical understandings as they made the 

transition to school. When the study was presented to practitioners and 

families during the first phase of the inquiry, time was identified as being a 

major barrier for people to come together. In order to overcome this 

barrier 3 hours per site release time for practitioners was provided each 

week at the two different sites, although this time varied according to what 

was taking place in each context in any given week. Time release 

commenced in both sites in September 2012 and finished in December 

2012.  

 

The intervention involved establishing two groups of adults located 

at the two different sites (the research teams). The adults in each research 

team were determined by their likely involvement in children’s experiences 

during the transition to school – a FYS teacher, a PTS teacher, and families 

who had children that were attending the PTS setting, and who would be 

making the transition into the FYS teacher’s classroom the following year. 

The intervention also involved providing each research team with a 

purpose for coming together. In this study this purpose was a design brief 

that asked the adults to identify the existing mathematical understandings 

of the children in the PTS setting, and to formulate a plan that would 

support these understandings as the children made the transition to 

school. The design brief was communicated verbally to participants. 

 

Once individuals were recruited into the study a meeting for each 

research team was organised. The purpose of this informal meeting was to 
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introduce individual group members and to arrange a date for the first 

formal research team meeting. In both cases this initial meeting was an 

afternoon tea that took place at a location that was negotiated with 

participants - site 1 at the PTS setting, site 2 at a local café. These meetings 

were not designed to inform the project. However, both meetings proved 

to be vital in the formation of the structure of the first formal research 

team meeting to take place after the afternoon tea. As with other 

emergent methodologies, DBR supports the researcher to make deliberate 

changes to the inquiry when necessary (Wang & Hannafin, 2005). 

Information garnered in the first afternoon tea meetings were used to 

modify the first formal research team meeting, and marked the first 

deliberate changes to the inquiry. In the following section these changes 

are outlined. 

 

4.1.1 Initial Changes 

During each of the afternoon tea meetings two common issues 

emerged across both of the research teams. The first issue centred round 

the notion of ‘Other’, or more specifically, it uncovered existing individual 

understandings of how the ‘Other’ might support the mathematics learning 

of children. For example, during one meeting the FYS teacher suggested to 

a PTS teacher that her program would be all play-based so there wouldn’t 

be an explicit focus on mathematics. Similarly, at the meeting held at the 

other site, the PTS teacher explained that, we are not structured like you 

are in the primary school and my program is hands-on; your program 

would be all paper and pencil work. Parents who attended the meeting at 

site 2 also demonstrated a strong sense of how the ‘Other’ might support 

mathematics with one parent suggesting to another parent that she 

wouldn’t have time to work one-on-one with her child.  

 

This strong sense of already ‘knowing’ what the ‘Other’ does was 

problematic for me, and as a researcher, I silently questioned how it might 

impact on the relationship that emerged. I wondered what it might mean 
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for the inquiry as a whole, given that the project involved adults coming 

together to support the mathematical understandings of children. If there 

were already preconceived notions of what the ‘Other’ did, I wondered if 

individuals would be open to new ideas or new ways of working with or 

understanding one another. Nakata (2004) suggests that “[w]here 

relationships form, the possibility for understanding our differences, our 

individual strengths and weaknesses, and what we agree on and agree to 

disagree on, increases” (p. 3). However, what I was grappling with at this 

stage of the project was whether these possibilities would be afforded if a 

strong sense of the ‘Other’ and what the ‘Other’ did already existed. 

 

The second issue that emerged through the afternoon tea meetings 

centred round definitions of mathematics. For example, a FYS teacher at 

one site asked, are we looking at incidental mathematics, structured 

lessons, the environment, what we can use at school, or…? A PTS teacher 

suggested the maths at preschool is not like school. This prompted me to 

think about what might define mathematics in the context of starting 

school, and whether a definition of mathematics might be a worthwhile 

inclusion in the intervention.  

 

My initial thinking was to provide each research team with the 

design brief and to then step back and observe what transpired. I had not 

contemplated that adults might already have some pre-existing ideas 

about one another and the mathematics that was present in the ‘Others’ 

context. Nor had I thought about how I was defining mathematics in the 

space between contexts. In the following section of this chapter the 

literature that was drawn upon to examine these notions is presented. The 

section is organised under the headings of the two concepts that emerged, 

‘Other’, and Mathematics Learning in the Context of Starting School. After 

the literature is presented the formulation of the first formal research 

team meeting is outlined.  
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4.2.1       other 

The concept of the ‘Other’ is rooted in a variety of philosophical, 

psychological and theoretical traditions (Jensen, 2011). In philosophical 

discussions ‘Other’ is discussed alongside the ethical considerations, 

representations and understandings of what it is that constitutes self. Such 

discussions appear to focus on a human’s necessity to determine what 

does not constitute self in order to determine what it is that does (Jensen, 

2011). Psychological discussions draw on similar notions but tend to be 

more explicitly geared toward the formation of personal and social 

identity, and the multiple constructions of self that varying social 

interactions and contexts afford. From this perspective, identity and self 

are embedded within the social, whereby they are both situated and 

conditioned within, by, and through, specific social interactions and 

contexts (Jensen, 2011). Such experiences are described as facilitating an 

individual’s awareness of both the similarities and differences amongst 

people, hence providing opportunities for individuals to make comparisons 

between themselves and the ‘Other’. 

 

Like philosophical and psychological discussions on ‘Other’, post-colonial 

discourses tend to define and explore the concept of ‘Other’ through the 

notion of identity (Maddison, 2012). However, what differs from 

psychological and philosophical discussions is that post-colonial discourse 

tends to foreground the unevenness in power relationships in the 

construction of both self and the ‘Other’ (Staszak, 2008).  Such discourse 

often posits the process of comparison as problematic in that it “allows 

individuals to be classified into two hierarchical groups: them and us” 

(Staszak, 2008, p. 2) and contributes toward notions of domination and 

oppression.  

 

According to Rogoff (2003), the process of comparison when defining 

‘Other’ involves the imposition of “a value judgement from one’s own 
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community on the cultural practices of another” (p. 15). Rogoff describes 

this process as ‘ethnocentric’, suggesting that “[i]t is a question of 

prejudging without appropriate knowledge” (2003, p. 15). In relation to the 

coming together of people to support the mathematical understandings of 

children, she suggests that individuals might not move beyond their own 

individual ethnocentric assumptions and “beyond the idea that one way [of 

doing] is necessarily best” (Rogoff, 2003, p. 16). Rogoff opened my eyes to 

the possibility that coming together physically might not necessarily afford 

the new ways of knowing and doing that I had envisaged.  

 

 4.2.2 Mathematics in the Context of Starting School 

In the introductory meetings, questions also emerged about the 

definition of mathematics in the context of starting school. It was clear that 

participants had more than one definition of mathematics: incidental 

mathematics; the maths at preschool is not like school. However, what was 

less obvious was how these definitions might impact on the relationships 

that were forged. In order to determine what, if any, implications there 

might be for the relationships, mathematics education research literature 

was again drawn upon. The following section explains this process. 

 

It has been well established that children encounter mathematics 

before they go to school (Björklund, 2008; Knaus, 2013; Perry et al., 2007; 

van Oers, 2010; Wager, 2013) and that during the preschool years these 

encounters continue as children interact with those around them, at home, 

in the community, and within the preschool environment. Research about 

children’s early experiences with mathematics is important, and 

throughout time it has provided rich descriptions of the mathematical 

competencies of young children, and deep insight into the mathematics 

that young children encounter prior to entering formal education. It has 

also contributed to a wider understanding that young children are capable 

users of mathematics before they start school.  
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In order to explain the mathematics that young children encounter 

prior to school, a variety of terminology has been drawn upon in the 

research literature. Such terminology includes, but is not limited to, early 

mathematics, early childhood mathematics, home mathematics, everyday 

mathematics, early years mathematics and prior-to-school mathematics. 

Whilst it has been important to highlight that the mathematical learning 

that takes place in the years before children start school is significant, the 

utilisation of such terminology to describe the mathematics that children 

encounter prior to school might also be problematic.  By using terminology 

such as ‘early mathematics’ or ‘early mathematical learning’ rather than 

‘mathematics’ or ‘mathematical learning’ it might have (unintentionally) 

suggested to some adults that the mathematics that young children 

encounter before they start school is different; a simplified or less-

complicated version of the mathematics that will be encountered in their 

first year of school.  

 

According to Björklund (2008), “[a]dults working with…children can 

either restrict or improve…children's possibilities to learn, depending on 

their awareness and intentions towards them” (p. 93).  If the adults 

involved in this inquiry did not perceive the mathematics that young 

children encounter prior to formal education as ‘mathematics’, the 

possibilities for children to make connections across and between different 

contexts might be limited. Similarly, if the adults did not see mathematical 

learning traveling between different contexts, but saw it as different in 

different contexts, supporting the continuity of mathematical learning 

might also prove difficult. This was an important discovery at this stage of 

the inquiry and a discovery that needed to be acted upon. To tackle this 

notion, and also the notion of ‘Other’ that emerged during these initial 

meetings, a definition of mathematics became the focus of the first formal 

research team meeting at each site. The following section outlines the 

planning of the first research team meeting and also subsequent meetings 

throughout the inquiry. 



 
 

93 | P a g e  
 

 

4.3        Planning for the first research team meeting 

Providing an opportunity for individuals to discuss and define 

mathematics across and between different contexts was an important 

consideration in the development of the first research team meeting. It 

provided a way to gain some insight into shared and individual 

perspectives about mathematics. It also addressed the notion of ‘Other’ by 

providing individuals with an opportunity to communicate and clarify how 

mathematics was noticed, defined and supported in their particular 

context. Rather than conduct a meeting that was focused solely on the 

design brief and explaining what was expected of participants (which was 

what I had initially planned), this insight provided another way to structure 

the first team meeting and to address some of the issues that were 

uncovered during the afternoon tea meetings. It also provided the 

structure for formulating all subsequent research team meetings within the 

inquiry. Rather than go into each meeting with a pre-determined set of 

questions, the structure and questioning of interviews were determined 

through my interactions in previous research team meetings. By 

identifying, and then analysing, the directions and omissions that emerged 

in previous interactions, and then deriving questions that were drawn from 

this analysis I was able to ensure that the meetings built on one another, 

and were embedded within context and people. To facilitate this process, 

research team meetings were structured as conversational interviews 

(Burgess-Limerick & Burgess-Limerick, 1998). 

 

Conversational interviews are “established interactively” and each 

“individual and situation produces a unique agenda that allows the 

researcher to ground the research completely in the experiences of 

participants” (Burgess-Limerick & Burgess-Limerick, 1998, p. 64). In this 

project, conversational interviews provided an opportunity for individuals 

to tell their story but also an opportunity for the researcher to garner 

additional information through targeted questioning. At the 
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The 

same guiding 

questions used in 

the two different 

sites 

Guiding 

questions different in 

the two sites – derived 

from what was 

emerging in each local 

context The same 

guiding questions used 

in the two different 

sites 

commencement of each team meeting a set of guiding questions were 

formulated by the researcher to initiate the discussion. As the discussion 

unfolded a recursive process emerged whereby responses to previous 

questions or questions posed in previous meetings could be built upon 

(Burgess-Limerick & Burgess-Limerick, 1998). The guiding questions were 

initially the same across both teams and were derived from the two issues 

that emerged in the informal team meetings, but as the study unfolded 

they became grounded in individual experience and what was emerging in 

the local context. Figure 4 provides a visual representation of the structure 

of the conversational interviews within the inquiry.  

 

Figure 4 – Structure of conversational interviews 

 

Meeting one - initial 
questions formulated 
from common issues 

identified during 
infromal meetings. 

Meeting two - initial 
questions formulated 
from research team 

meeting one

Meeting three- initial 
questions formulated 
from research team 

meeting two

Meeting four - initial 
questions formulated 

around reflection

Guiding 

questions different at 

the two sites – derived 

from what was emerging 

in each local context 
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In the following section of this chapter the implementation of the 

intervention is detailed, and the first level of data analysis is presented. 

The analysis that took place at this stage of the inquiry was an ‘on-the-run-

analysis’ that was primarily focused on formulating the guiding questions 

for the research team meetings. Two more levels of analysis are detailed in 

subsequent chapters.  

 

4.4 Implementing the intervention 

4.4.1     Background Information 

At site 1 both teachers were eager to participate in the project. 

However, during the recruitment stage of the project, the families at this 

site indicated that they did not want to be involved actively. This led me to 

question whether the site should be included in the research project. I 

needed to ensure that, if a team was established, families were 

comfortable with my researching and documenting the processes that took 

place, particularly given that some of these processes might include 

discussions or interactions with and about them. It was clear that the 

families at this site did not want to be involved in research team meetings 

or work with the teachers to gather data and plan for children, but what I 

needed to establish was whether they were comfortable with me gathering 

information about their interactions with teachers, and also information 

about their children.  

 

In order to ascertain this understanding families were approached 

before the team came together. This was done informally through one to 

one conversations with the researcher whilst parents were waiting to 

collect their children from preschool. Parents who were not available on 

this day were approached on a subsequent visit. During these discussions 

all families expressed that they were comfortable with a team being 

established at the site, and also with the documentation of any 

interactions that might take place. One parent expressed interest to be an 

active member of the research team but withdrew before the first team 
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meeting due to a change of mind. All parents communicated that they 

were positive about the project, happy for data to be collected, and 

interested in hearing about what transpired. These parents were not 

actively involved in the research so written permission was not sort. 

 

At site 2 all families approached during the recruitment stage of the 

project expressed their interest in participating in the project. Three of 

these families communicated that they would like to be active participants 

of the research team, and the remaining families communicated that they 

would be happy to be involved in the project but that they did not want to 

be a part of team activities or meetings. This initial number of three 

families was reduced to just one as the project unfolded. One family 

withdrew before any formal team meeting took place due to a change in 

family work arrangements. The second family withdrew after the second 

team meeting due to a change in personal circumstances. Written 

permission was obtained from each parent actively involved in the 

research. 

 

Team meetings took place from August 2012 to February 2013. 

There were 10 team meetings in total, 1 afternoon tea meeting at each site 

(to get to know one another) and 4 formal meetings at each site (to discuss 

how the intervention was unfolding). The duration of the meetings was not 

predetermined, but on average each meeting took between 30 and 45 

minutes. All meetings were held after the school day and were held at the 

location that was most suitable to participants (either at the PTS setting or 

the school). Meetings were organised via email. Figure 5 provides a 

timeline of the meetings that took place at each of the sites.  
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Figure 5 – Timeline of Team Meetings 
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4.4.2     Meetings 

All formal team meetings were video recorded and later transcribed 

verbatim. Researcher field notes were transferred to computer records 

between research team meetings to capture any verbal communication (to 

the researcher) that took place about the project during weekly time-

release sessions. Researcher field notes were also transferred to computer 

records directly after each of the research team meetings to record any 

(researcher) observations, reflections or thoughts that emerged as the 

meetings took place.  

 

In the following section, excerpts are drawn from the video 

transcript to provide an overview of the research team meetings. These are 

presented to offer some insight into how the intervention unfolded at the 

two different sites. They can be described as micro-cycles within the wider 

project, and can be likened to a set of individual studies that are focused 

on “fine-tuning a particular aspect of the study” (Kennedy-Clark, 2013, p. 

28). In this inquiry, this fine-tuning centred round the formulation of the 

guiding questions that would prompt discussion during research team 

meetings (and in turn provide insight into the processes that the adults 

were engaging in to support mathematics learning as the study unfolded). 

At this stage of the inquiry video transcripts were not analysed. The 

research team meetings were examined on the run to formulate the 

guiding questions but they were not analysed until after the intervention 

was implemented. 

 

Data collected through researcher field notes and email were the 

only data examined during this first level of analysis. The analysis was both 

emergent and ongoing in that it occurred directly after each research team 

meeting for the duration of the study. Field notes and email data were 

analysed by initially reducing the data to relevant text. Relevant text was 

defined as any text that highlighted the observable action taking place 

between individuals or any text that highlighted the observable action 
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involved in supporting the mathematical understandings of children. 

Relevant text was then drawn upon to formulate the guiding questions that 

were posed to participants in subsequent research team meetings. This 

text was then put aside for further analysis after the intervention was 

implemented. At this stage of the inquiry relevant text only comes from 

researcher field notes and email data. 

 

4.5 First team meeting – Sites 1 and 2 

 

Guiding questions for the first research team meeting in each site 

were formulated through the research literature, and through the issues 

that emerged during the initial afternoon tea meeting. Their purpose was 

to address the notion of ‘Other’ and to begin exploring a definition of 

mathematics. In subsequent meetings these questions were formulated 

through the process of reducing researcher field notes and email data to 

relevant text. The guiding questions drawn upon in the first team meeting 

are presented below (Table 3). 

 

Table 3 – Guiding Questions – Team Meeting 1 

 

 

 

 

 

 

 

 

 

 

 

 

 

Site 1 and 2 Guiding Questions 

1. Can you describe the mathematics in your setting? 

 

2. Are there any similarities between the different settings? 

 

3. What would you think if I said that mathematics across different settings 

remains the same, and that it was the social and cultural practices around 

the mathematics that is different? 

4. Can you describe the social and cultural practices that are found in each 

other settings? 
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The purpose of analysis in this stage of the inquiry was not to 

compare the different sites but to examine both sites to gain an 

understanding of the ways in which different people were forging and 

maintaining relationships that were focused on supporting the 

mathematical understandings of children. The analysis provided a way to 

gain insight into what was emerging as it was emerging, including an 

opportunity to probe further into various ideas that emerged throughout 

the inquiry.  

 

Callary, Rathwell, and Young (2015) suggest that researchers come 

to the research process with “their own biographies and contextual 

experiences” (p. 66). The data presented in this chapter also provide 

insight into my own experiences and thinking about the information that 

was emerging as the project unfolded, including how it was being 

interpreted and thought about before the main analysis took place. By 

recording my ‘raw thinking’ during this stage of the project I was aiming to 

capture any biases that I brought to the project. This was an important step 

in the inquiry as it provided a foundation for reflection and self-critique in 

subsequent analysis. It also ensured some transparency in relation to how 

the information that was emerging was being interpreted, including how 

this interpretation might have shaped what unfolded.  

 

Researcher field notes were taken directly after each team meeting, 

but they were also taken between research team meetings to record 

information that was shared about the project during the time-release 

sessions. Email data were collected between research team meetings and 

examined alongside researcher field notes as the intervention unfolded. 

Prior to the second team meeting transcripts, researcher field notes and 

email data that were collected between research team meeting one and 

two were independently reduced to relevant text. Relevant text was then 

drawn upon to formulate the guiding questions for the next research team 

meeting. Tables 4 and 5 provide an example of the process of reducing 
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researcher field notes to relevant text between research team meeting one 

and research team meeting two, and Tables 6 and 7 provide an example of 

reducing email data to relevant text during this time.  

 

In the following section, excerpts from the first research team 

meeting are presented. The sole purpose of presenting these excerpts in 

this chapter is to provide a context for the first level of data analysis. It 

should be noted that these are only excerpts from the video recorded 

research team meetings. A subsequent analysis of the video data is 

presented in the following chapter. The purpose of analysis at this stage of 

the project was to formulate the guiding questions for team meetings and 

to reduce the data collected via field notes and email into manageable 

portions for later analysis (relevant text).   

 

4.5.1       Team Meeting One  

4.5.2.1    Meeting One - Site 1 

Both the PTS teacher and the FYS teacher were present at the first 

team meeting at Site 1. The meeting took place at the school in the FYS 

teacher’s classroom. When asked to describe mathematics in the preschool 

setting Jenny (the PTS teacher) explained, We’ve got number posters, songs 

and rhymes, books, the children use play-dough and blocks every day, and 

there’s also things like space, estimation, comparing and measuring in their 

play. Valerie (the FYS teacher) described mathematics as, “hands on in the 

prep classroom but it’s also all about their learning zones and challenging 

them, and of course the curriculum. 

 

Both teachers were asked if they thought that there might be 

some similarities across both settings. Jenny suggested, I’m not sure, I 

suppose there would be, I haven’t really thought about it. Valerie 

suggested that, There would be some similarities but most of the 

incidental maths stops when they come to us, we have to be a little more 

focused so I think that in some ways it’s a bit different too.  
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When presented with the possibility that mathematics across 

different settings remained the same, and that it was the social and 

cultural practices around the mathematics that were different. Valerie 

declared I’m not sure that I agree with you. I think it’s different. When 

asked to elaborate she explained, It’s a different kind of maths, it’s more 

structured, more advanced. I think it’s different.  

 

When asked her thoughts Jenny suggested, I don’t know, I mean 

counting pegs at home is different to counting counters at school, but 

it’s not the counting that’s different is it? It’s the materials and the place 

that they’re doing it in. It’s the same maths…I mean it’s still counting.  

 

Valerie added, It is but the expectations would be different so it 

wouldn’t be the same would it? Now I’m confused (laughs). 

 

Jenny also laughed, Me too! But I think the maths might still be 

the same, I mean they’re still counting aren’t they? And isn’t that the 

maths? The expectations are the practices aren’t they? I don’t know! 

 

In order to facilitate an understanding of the ‘Other’, each 

educator was then asked to explain what practices they thought they 

would find in each other’s context. Valerie suggested that in the 

preschool, There would be a lot of freedom for children to explore 

independently. I think there would be a lot of talk and the environment 

would be really important too. Um…maybe there would be different 

activities that focus on different things? I’m not sure what else.   

 

When asked what practices she would find in the primary school 

Jenny replied, There would be a lot of instruction and talking to children. 

Maybe a lot of whiteboard lessons? I think that there would be a lot of 

written work and children would be expected to write down what they’re 
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doing. Um…I think that there would be some opportunities for 

independent learning but not a lot. And it would be more structured too. 

 

In order to facilitate this discussion further, the teachers were 

then asked to comment on the feedback that they were given about 

their own setting. Jenny started the conversation; You did a really good 

job. Most of what you said was spot on! But I would probably just add 

that we take a lot of observations and we collect a lot of examples of 

children’s work. This is sort of how we plan; we use what we see to 

develop their learning experiences. 

 

Valerie was then asked to share her comments; You did really 

well too! It was hard! (laughs) Um…probably the one thing that I would 

say is that I try to do a lot of hands-on work. I don’t like them sitting on a 

mat for too long so I’m really conscious of getting them up and doing 

something. And I’m not a lover of worksheets so we don’t do a lot of 

writing. I’ve started photographing their work and sticking that in their 

books, that works well, I think it’s better than writing everything down 

sometimes. 

 

Jenny replied, Yes, we do that too. Remind me to show you their 

portfolios. It’s a great way to document isn’t it? 

 

After this discussion the teachers were asked to talk about 

mathematics in their environment again but this time they were asked 

to only focus on mathematics, not the social or cultural practices around 

the mathematics. Jenny commenced, Counting, measurement, 

estimation, um…space, division, adding, subtracting, number 

recognition, sorting, classifying, shape, colour, size, time, patterns and 

sequencing...gee there’s so much. 
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Valerie laughed; I’m going to say the same things aren’t I? It’s 

the same, but I still think it’s different too.  When asked to elaborate she 

explained, Well I think that what is around the maths is different so it 

takes it to a more complicated level. It extends their learning so it’s 

different, the maths is different, it’s a different level so it’s different. 

 

Both teachers were then asked how families might become a 

part of their research. Valerie explained; I would like to know what sort 

of things they do at home. I think that parents have got a lot to offer. 

Jenny agreed with Valerie and added, Yes, but these parents don’t 

realise they can help, that’s the problem. You’re going to need to tell 

them you need their help otherwise nothing will be offered.  

 

Toward the end of the meeting both teachers were provided a 

hardcover booklet as their individual diary. It was explained that all 

entries were confidential and that any thoughts, ideas, discoveries and 

feelings over the course of the project were to be documented. 

Emphasis was placed on regular entries and each educator was asked to 

provide one diary entry for each visit. Email addresses were exchanged 

and teachers were encouraged to make contact should anything arise or 

if they had any questions before the next research team meeting.  

 

The final stage of the meeting involved mapping out the visits to 

each other’s contexts, and discussing the activity that might take place 

during this time. I was not actively involved in this planning. The team was 

provided with my weekly availability for providing time-release and was 

left to discuss the project. This was an important and deliberate step in the 

research project as it provided the teachers with the autonomy and space 

to develop the relationship and their own approach to tackling the design 

brief. I was emailed with the details of the first time-release session the 

following day.  

 



 
 

105 | P a g e  
 

4.5.2.2    Meeting One - Site 2 

Both the PTS teacher and the FYS teacher were present at the first 

team meeting at Site 2. Families were unable to attend the meeting 

because the preschool teacher had forgotten to share details of the 

meeting with families. Judy (the PTS teacher) conveyed that the families 

were happy for the teachers to relay information, and agreeable to the first 

meeting going ahead without them. An advantage of adopting a DBR 

methodology is that it is flexible and emergent, and the notion that 

“complications arise from sustained intervention in messy settings” 

(Design-Based Research Collective, 2003, p. 7) is at the forefront of project 

design and enactment. The purpose of this first formal meeting was to 

discuss the design brief, to explain the idea of the individual diary, and to 

discuss and define mathematics in the context of starting school. Although 

the families were not involved in this meeting much of this information 

could be revisited in the next formal team meeting. The first formal 

meeting took place in the PTS setting.  

 

During this meeting there was some discussion around curriculum 

frameworks. In Australia, there are two national frameworks that cater for 

children’s learning and development, the Early Years Learning Framework 

(EYLF) (Department of Education and Early Childhood Development 

[DEECD], 2009) and the Australian Curriculum (AC) (Australian Curriculum 

and Assessment Authority, 2009). Each state within Australia has 

interpreted the frameworks according to their own specific contexts. 

Victoria’s interpretations are the Victorian Early Years Learning and 

Development Framework (VEYLDF) (DEECD, 2009) and the Australian 

Victorian Essential Learning Standards (AUSVELS) (Australian Curriculum 

and Assessment Reporting Authority, 2012). In Victoria, the VEYLDF and 

the AUSVELS work together as a developmental continuum that supports 

the learning of Victorian children from birth to 18 years of age. The VEYLDF 

is designed to support the learning and development of children from birth 

to 8 years and is intended to overlap with the AUSVELS when school 
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education commences. Victoria’s interpretation of the Australian 

Curriculum is a hybrid of Victoria’s previous curriculum (VELS) and the 

Australian Curriculum, and has been designed to assist teachers to 

transition to the Australian Curriculum. 

 

When asked to talk about the mathematics in her setting Shelly (the 

FYS teacher) explained, Well, my classroom is really hands-on so there’s a 

lot of group work and discussion. I also like to model and get children up to 

model to one another. I get them up to share their thinking and the 

strategies they’re using, or to demonstrate what they did. It works really 

well. 

 

Judy (the PTS teacher) suggested that in her setting her program is, 

…child-centred and emergent so it’s all about following what the children 

are doing or what they’re interested in. You know, we’re always talking 

about things like turn taking, first, second and third, we use spatial 

language when we’re outside like ‘up, down, over’, and we sing and use our 

fingers for counting. They might be experimenting with measurement in the 

water tray or they might complete a puzzle, those sorts of things. 

 

The teachers were then asked if they thought that there might be 

some similarities across both settings. Shelly commenced the discussion, 

Yes, I think so, I think there would be a lot of similarities. Judy agreed but 

added; They might be hard to see because school is more structured but 

there would definitely be many things that are the same. 

 

The teachers were presented with the possibility that mathematics 

across different settings remained the same, and that it was the social and 

cultural practices around the mathematics that was different. Both 

teachers agreed with this proposition. Judy added; It’s the same with 

home. I’m constantly pointing this out to parents. It’s the same, we’re doing 

the same things but we just do them differently. 
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The teachers were asked to think about the practices around the 

mathematics in their own settings and also in each other’s contexts. They 

were then asked to share what practices they thought might be evident in 

the other context. Shelly commenced the discussion Um…I think children’s 

play would be important. I think that most of it would be child initiated and 

emergent, and that it would be all hands-on and interactive. I don’t think 

there would be much explicit teaching. It would be more about supporting 

children to experiment and test out their ideas. 

 

Judy offered her thoughts about the FYS setting, I think it would be 

fairly controlled and there would be a lot of formal instruction. There would 

also be a lot of going over things several times until the children could 

demonstrate that they’ve grasped particular things. But I think that it 

would be hands on too, so I think that the children would be supported to 

think and play with ideas. 

 

The teachers were then asked to comment on the feedback 

provided by one another. Shelly suggested; You’re right there’s quite a bit 

of instruction because the program is structured around the mathematics 

component of the AUSVELS. You know, there’s that real explicit focus. But 

it’s still fairly interactive and hands on and we don’t really go over things a 

lot, we have to move pretty quickly through the curriculum. 

 

Judy asked; I’m sorry if I sound stupid but what is AUSVELS? Is 

that the Australian Curriculum? 

 

Shelly answered, Yeah sort of, the AUSVELS is Victoria’s version 

of the Australian Curriculum, so we’ve got the Australian Curriculum but 

the AUSVELS is Victoria’s version of it if that makes sense? 

 

Judy spoke again, Okay, so it’s like the VEYLDF?  
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Shelly shrugged, I’m not sure, I’ve heard of the VEYLDF but I haven’t 

really seen it so I don’t really know.  

 

Judy explained, Well there’s the EYLF, that is the National Early 

Years Framework, but the VEYLDF is Victoria’s version, so it sounds the 

same.  

 

Shelly agreed, Yes, yes it does. 

 

Judy was then asked if she could discuss the feedback that was 

provided by Shelly, Um… well you are right, my program is all hands-on and 

child initiated, and it’s also emergent and play-based. But we’ve also got 

large group and small group sessions and they’re are planned around 

things they need to know, you know like counting or predicting the 

weather, things like that, and the activities are also planned but they’re 

planned around the individual children so there’s quite a bit of explicit 

teaching. 

 

The teachers were then asked if they could describe some of the 

similarities between the two sites. Judy explained, Well I don’t think we’ll 

really know that until we spend time in each other’s settings. I mean we can 

talk about what we think, but we won’t know for sure until we’ve had time 

to look for them. Well, I don’t know what they are yet; maybe Shelly has 

more of an idea (laughs).  

 

Shelly agreed, No I agree, I don’t know either. We both probably 

have some ideas but we won’t really know for sure until we spend some 

time with each other. 

 

Towards the end of the first meeting the teacher diaries were 

introduced to the two teachers and email addresses were exchanged. 
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Judy offered to provide the families with their diaries and to explain 

their purpose. The team was provided with weekly availability for 

providing time-release and was left to discuss the project. Once again, 

this was an important and deliberate step in the research project as it 

provided the teachers with the autonomy and space to develop the 

relationship and their own approach to tackling the design brief. I was 

emailed with the details of the first time-release session the following 

day. 

 

4.5.2.3 Analysis of field notes and email data between meetings 1 and 2 

In the following section, data and analysis from the researcher 

field notes and email interactions generated by Site 1 and 2 are 

presented, and preliminary analysis is recorded. The preliminary notes 

that are represented in each of the tables provide insight into 

researcher thinking as data were reduced to relevant text.  
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Table 4 –Site 1 - Example of Reducing Relevant Text (between informal afternoon tea meeting and team meeting two)- Field Notes 

 

Site 1 – Researcher Field Notes Site 1 – Relevant Text Site 1 Preliminary Notes 

11/09/2012 I spoke to the PST at Site 1 over the 
phone this morning, she told me that she is really looking 
forward to working with the FYS teacher. She also said that 
she did not know if she would be at the PST setting next year 
as she is starting to think carefully about her career.  

PTS really looking forward to working with the FYS teacher. 
PTS does not know if she will be at the PST setting next year. 
PTS starting to think carefully about her career.  

Positive/Looking forward to coming together 
Instability/ Uncertainty. Some external pressures that  
Might impact on the relationship? 
 

11/09/2012 I telephoned the school today to make 
sure that everything was okay with the first planned meeting. 
The principal from the FYS setting spoke to me, she said that 
she cannot wait for the project to get started and that the FYS 
teacher is very excited. She communicated that the FYS 
teacher and the PST teacher had a conversation at the 
transition network meeting last week and that the FYS 
teacher had communicated that she thinks they will work well 
together. The first team meeting is this afternoon.  

Principal cannot wait for the project to get started. 
 
FYS teacher is very excited.  
 
The FYS teacher and PTS teacher had a conversation at the  
transition network meeting. 

 
FYS teacher communicated to principal that she thinks that they 
 will work well together. 

Support of the principal – what will this facilitate?  
 
Positive/Looking forward to coming together – is this 
 important? 
Prior relationship through existing networks 
 
 
Expectations  

11/09/2012 This afternoon’s first formal meeting 
went well. The teachers spoke about the mathematics in each 
other’s settings. This seemed to provide them with an 
opportunity to clarify what mathematics looked like and how 
it was taught in their settings. It was good and I think that it 
was a good way to get started. Valerie struggled with the 
proposal that mathematics across the two sites was the same. 
She appears to have some strong ideas in relation to the level 
of complexity across the two sites. Jenny struggled less with 
this concept and began to offer Valerie different ways of 
thinking about mathematics across the two sites. 

The two teachers appeared really comfortable with 
one another. They were laughing and joking throughout the 

team meeting. I noticed that humour was used a lot to put 
forward ideas or a difference of opinion of and about 
mathematics. But they did sit apart from one another and 
looked at me rather than at each other. There was little eye 
contact with one another. 

Both teachers appeared to recognise the 
contributions that families could make to the project. But 
Jenny seemed to position the families in a certain way by 
telling Valerie that she would “need to tell them [she] need[s] 
their help otherwise nothing will be offered”. It might be 
useful to explore this further. 

The teachers spoke about the mathematics in each other’s  
settings. This seemed to provide them with an opportunity to  
clarify what mathematics looked like and how it was taught in  
their settings. 

 
The FYS teacher struggled with the proposal that mathematics 
 across the two sites was the same. She appears to have some  
strong ideas in relation to the level of complexity across the two 
 sites. The PTS teacher struggled less with the concept and 
began to offer the FYS teacher different ways of thinking about  
mathematics.  
 
Laughing and joking throughout the team meeting 

Humour used to put forward ideas or a difference of opinion. 
 
 
There was little eye contact with one another. 
 
Appeared to recognise the contributions of families.  
 
The PTS teacher seemed to position families by telling the FYS  
teacher that she would “need to tell them (she) need[s] their  
help otherwise nothing will be offered.” 

Opportunity for clarification. Opportunity to share  
practice with one another. 
 
 
 
Beginning to define mathematics?  
FYS teacher might have come to the relationship with 
 a fixed definition of mathematics in both sites? 
PTS – different definition? 
 
 
 
Building Rapport? 

 
 
What are the differences in opinion and ideas? How is  
mathematics perceived as different and similar across  
the two sites? 
Nervous? Anxious about the team meeting or video  
recording rather than the relationship?  
Is recognition of contribution enough?  
 
How are the families positioned at this site?  
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19/09/2012 Today Valerie told me that she could 
not believe the mathematics learning that was taking place in 
the PTS setting. She communicated that she was getting a lot 
of ideas for her own teaching through her observations. She 
said she was really enjoying the opportunity to get to know 
the children.  

FYS teacher could not believe the mathematics learning that  
was taking place in the PTS setting. 
 
PTS getting a lot of ideas for her own teaching through her 
 observations. 
 
Enjoying the opportunity to get to know the children. 

Learning about the other context. What mathematics  
learning has she observed? Are there  
similarities/difference across the two contexts? What  
are they? 
Sharing ideas across contexts? What ideas are being 
 shared?  
 
 
Building rapport with the children? What was she  
learning? 

20/09/2012 I spoke to Jenny over the phone today. 
She said that Valerie was talking with the parents and that 
they seemed to have warmed to her.  

PTS teacher said that FYS teacher was talking with the parents  
who seemed to have warmed to her. 

Talking to parents – are they working with parents?  
What information about mathematics is she finding  
out?  
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Table 5 –Site 1 - Example of Reducing Relevant Text (between informal afternoon tea meeting and team meeting two) Email Data 

 

Site 1 – Email Data Site 1 – Relevant Text Site 1 Preliminary Notes 

14/09/2012 Hi Wendy, I’m pretty sure 
we might have some industrial action coming up. 
Just wanted to give you a heads up because it 
might throw out the visits. At this stage we think 
the Wednesday morning sessions are good for 
both of us. Thanks for organising the meeting! I 
really enjoyed meeting with you both and also 
hearing about what is happening at the kinder. 
We never get time to talk like that! It was really 
good. Let me know if there are any problems with 
Wednesdays. Valerie 

We might have some industrial action coming up. 
 
 
I really enjoyed hearing about what is happening at the  
kinder. We never get time to talk like that. 

Wider influence that might impact on the development  
of the relationship (particularly time) 
 
Receptive to learning about the other context?  
Mathematics? 
Time – wider influence that might impact on the  
relationship? Positively or negatively?  
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Table 6 –Site 2 - Example of Reducing Relevant Text (between informal afternoon tea meeting and team meeting two) Email Data 

 

Site 2 – Researcher Field Notes Site 2 – Relevant Text Site 2 Preliminary Notes 

07/09/2012 - Today the FYS teacher and I 
arrived to the PTS setting but she was not there for our 
meeting. When I called her that evening she explained 
that she is so busy that she had forgotten that the 
meeting was on. She said that she was also unwell.  
We decided that we would reschedule the following 
week. The FYS teacher laughed. She commented that 
these things happen. She seemed to be okay and did 
not appear to be upset.  

The PTS teacher was not there for our meeting. 
 
 
The PTS explained that she is so busy that she had  
forgotten that the meeting was on. She said that she was  
also unwell. 
 
The FYS teacher laughed. She commented that these  
things happen. 

Commitment?  
 
 
External pressures? Everyday pressures? 
 
 
Flexibility/Understanding? 

07/09/2012 – The PTS teacher telephoned 
me this evening to apologise again. She explained that 
she is working across two sites and with different 
people at each site and is struggling to keep on top of 
everything. She said that she has emailed the FYS 
teacher to apologise again. I told her that it was no 
problem. 

[PTS teacher] is working across two sites and with  
different people at each site and is struggling to keep on 
 top of everything 
 
She emailed the FYS teacher to apologise again 

External pressures – structural pressures around the role?  
 
 
Rapport building/repairing any damage caused? Email used  
to build relationship? 

19/09/2012 – I telephoned the PTS teacher 
this morning to confirm this afternoon’s meeting. She 
explained that she has been so busy that she has 
forgotten to share the details of the meeting with 
families. I asked her if she could invite them to the 
meeting when they were collecting their children 
today. She agreed.  

[PTS teacher] has been so busy that she has forgotten to  
share the details of the meeting with families. 

External pressures? Commitment to the project/building the  
relationship? 

19/09/2012 – I spoke with the FYS teacher 
this morning. She communicated that she is excited 
about today’s meeting. She also told me that she is on 
a 12 month contract and is in the process of applying 
for full VIT registration and also her job. She explained 
that she will need to attend an interview for her 
position if her job application is successful. She said 
that she was currently under a lot of stress because of 
this process. I asked her if she was still okay to be 
involved in the project. She explained that her 
colleagues and the principal are very supportive and 
she is fine. She said that she is excited to be part of the 
project. 

[FYS teacher] communicated that she is excited about  
todays meeting. 
 
[FYS teacher] is on a 12 month contract and is in the  
process of applying for full VIT registration and also her  
job. She said that she was currently under a lot of stress  
because of this process. 
 
 
FYS teachers colleagues and principal are very supportive 
 
Excited to be part of the project 

 
 
 
External pressures - Wider systemic pressures that might  
impact on the relationship. 
 
 
 
 
Principal and colleague support – what will this facilitate? 
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19/09/2012 – The first team meeting went 
well today. There weren’t any families at the meeting 
as they were unable to attend on such short notice but 
I think it was good for the teachers to have an 
opportunity to get to know one another away from the 
families. Both teachers talked openly about their own 
settings and also shared information about what they 
knew of each other’s setting. They appeared to be 
unaware of the curricula frameworks in the others 
setting -this was interesting given that the two 
documents are supposed to work in synergy with one 
another? During the meeting the PTS teacher 
suggested that it might be difficult to spot similarities 
in mathematics education across the two sites because 
school is more structured but they both agreed that 
there would be some similarities. When I asked them 
what some of those similarities might be they 
suggested that they would need to spend time in the 
other context to answer that question. During the 
meeting the teachers were professional and business-
like in their interactions. They sat apart from one 
another and faced me, although they did speak directly 
to one another at different times. 

There weren’t any families at the first meeting as they  
were unable to attend on such short notice. 
 
 
Both teachers talked openly about their own settings and  
also shared information about what they knew of each  
other’s setting. 
 
The FYS teacher and the PTS teacher appeared to be  
unaware of the curricula frameworks in the others  
setting. 
 
 
The PTS teacher suggested that it might be difficult to  
spot similarities in mathematics education across the two 
 sites because school is more structured 
 
Both teachers agreed that there would be some  
similarities in mathematics but that they would need to  
spend time in the other context to know what they are.  
 
During the meeting the teachers were professional and 
business-like in their interactions.  
 
They did speak directly to one another at different times. 

Families will need to be a focus in the next meeting. 
 
 
 
Developing rapport? Willing to share and receive  
information? 
 
 
Comfortable to declare what they do not know? Open to  
learning from one another?  
 
 
Defining mathematics in the two contexts? Pre-existing  
ideas about mathematics in the primary school context? 
 
 
Recognition of some similarities in mathematics but  
expressed the need to independently discover what they  
might be – they might not know? They might think that I am 
 seeking a ‘right’ answer? Recognition that each context is  
different? 
Is there a difference between a professional and personal  
relationship – which one is developed in this context?  
 
Rapport?  
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Table 7 –Site 2 - Example of Reducing Relevant Text (between informal afternoon tea meeting and team meeting two) Email Data 

 

Site 2 – Email Data Site 2 – Relevant Text Site 2 Preliminary Notes 

07/09/2012 Oh Wendy and Shelly, I have 
been trying to find a mobile number. I completely 
forgot and have not looked at diary today. Been 
home sick and had lots of catch up. I am so very 
sorry. You did make sure it was my place last week, 
I just saw my Emails and said some terrible words 
and then tried to find a contact number. OHH I am 
forgetful but fancy forgetting a meeting at your 
own place! LOL 

Regards Judy 

I completely forgot [about the meeting] and have not  
looked at diary today. 
 
Been home sick and had lots to catch up on.  
 
 
 
I am forgetful but fancy forgetting a meeting at your own 
 place! LOL 

Commitment to the project/building the relationship? 
 
 
Sick but still ‘catching up’ or working – under pressure?  
 
 
 
Uses humour 

07/09/2012 Hey Judy, please do not 
stress. I had plenty to do back at school so it was no 
problem at all. I hope that you are feeling better. 
See you soon!  

Please do not stress. I had plenty to do back at school so  
it was no problem at all.  
 

Building rapport – common ground (using the business of  
the role as to relate – find common ground)? 
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4.5.4    Refinement/Guiding Questions 

Guiding questions for the second team meetings were formulated 

by using the reduced researcher field notes and email data. These 

questions are not formally addressed but instead are used as a frame to 

guide the discussion. The process of formulating the questions is outlined 

below.  

 

Site 1 

Prior to the first team meeting each of the teachers at Site 1 

expressed that they were looking forward to their involvement in the 

project and to working closely together. This sentiment appeared to 

continue into the first team meeting with both teachers drawing on 

humour to put forward their ideas or to express a difference in opinion. 

This way of interacting highlighted the early fragility of the relationship in 

that each of the teachers were expressing some care and caution as to how 

they might share their ideas. The teachers at Site 1 had conversed prior to 

the first team meeting (during their participation in the transition 

network). However, as the first team meeting unfolded they made little 

eye contact. This might have been due to their feeling some anxiety around 

the video recording of the first team meeting rather than the relationship 

or working with one another. It was something that I was mindful of in 

subsequent team meetings at this site. 

 

During this early stage of the inquiry there were some wider 

influences communicated that had the potential to impact on the 

developing relationship. These influences included personal situations such 

as the PTS teacher thinking seriously about her career options, and also 

systemic influences such as industrial action. This early insight provided 

another element to the study as it highlighted some of the external 

influences that might be in play as the relationship unfolded at this 

particular site. Once again, it provided something else to be mindful of as 

the inquiry unfolded. 
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In relation to mathematics, it was evident that both teachers had 

some existing ideas about mathematics in their own and the other context, 

and that these ideas were not necessarily identical. This was an area that I 

wanted to examine further and hence became one of the foci of the next 

research team meeting. Another area of focus for the second research 

team meeting centred round the teachers’ work with families. At this stage 

of the project very little insight was offered into how the teachers at Site 1 

might develop their relationship with families, although some insight was 

gained as to how the families might be positioned within the study. Given 

that the families at Site 1 were not active participants in the research team 

this was an area in which I wanted to gain some further understanding. 

This analysis led to the formulation of the following questions: 

 

 Can you explain how you are working with families?  

 Can you explain what sort of information you are gaining about the 

mathematics in children’s households 

 

The final area of focus centred around what was being learned 

about the mathematical learning of children. Between team meetings one 

and two the teachers had spent time in one another’s contexts. 

Communications that were offered about this experience (to the 

researcher) during time-release sessions were recorded via research field 

notes. During these communications, the teachers had offered a variety of 

general information about their visits to each other’s contexts but very 

little information in relation to what was being learned about the 

mathematical learning of children through these visits. This was an 

important component of the inquiry and hence became another area of 

investigation in the second team meeting:  
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 In relation to mathematics have you identified any similarities 

across the two contexts? Do you think a definition of mathematics 

might be worthwhile? 

 

Site 2 

The first meeting that was organised at Site 2 did not go ahead as 

planned because the PTS teacher communicated that she was unwell and 

so busy that she forgot that the meeting had been scheduled. She 

communicated that she was working across two different settings, with 

different people, and that she was struggling to stay abreast of her 

workload. When the meeting was rescheduled the PTS teacher forgot to 

share the details of the meeting with families, and so at the first team 

meeting only the teachers were present.  

 

The FYS teacher also communicated that she was experiencing 

some stress due to being on a 12-month employment contract and also the 

need to apply for teacher registration. This was valuable insight at this 

stage of the project as it not only highlighted some of the external 

pressures that might impact on the relationship at Site 2, but it also 

provided a snapshot into the lives of the two teachers, including some of 

the challenges they were experiencing. Nakata (2007a) suggests that 

individuals come together from and with different lived experiences. This 

insight highlighted the lived experience of both teachers at this particular 

moment in time.  

 

During the first meeting both teachers appeared to talk openly 

about their own and each other’s settings. They shared information, and 

appeared to be comfortable to share what they did not know with one 

another. During the first team meeting there were times when they 

conversed directly with one another, however, the interactions throughout 

the meeting remained both formal and professional. This was interesting, 

as it appeared to be setting the tone of the relationship that might develop 
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at this site. It also highlighted an assumption that I had brought to the 

research: I had assumed that the relationships that would develop at each 

of the sites would be personal rather than professional. It provided another 

way of thinking about, and examining, adult relationship in the context of 

starting school and was something that I was mindful of in subsequent 

meetings. 

 

In relation to mathematics, the team at Site 2 communicated that 

they would not be able to identify any similarities across the two contexts 

until they had spent time in one another’s settings. This was a thought-

provoking communication, and at this stage of the project it was difficult to 

understand each of the teacher’s thinking around this concept. I wondered 

whether it was a way to acknowledge the uniqueness of the different 

settings or whether it was a reluctance to share existing understandings. 

This was an area that became a focus in the following team meeting: 

 

 In relation to mathematics have you identified any similarities 

across the two contexts?  

 Do you think a definition of mathematics might be worthwhile?  

 

Another area of focus centred on the families at this site. There 

were no families present at the first team meeting so I wanted to ensure 

that they were aware of the design brief, and also that they were provided 

with an opportunity to share some insight into the mathematics that was 

found in the homes of children.  

 

 What does mathematics look like at home?  

 Are there similarities with FYS or PTS settings?  

 Have you discussed the design brief?  

 Can you talk about how you might tackle it? 
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The guiding questions that were drawn upon in research team 

meeting 2 are presented in Table 8.  

 

Table 8 – Guiding Questions – Team Meeting 2 

 

 

 

 

 

 

 

 

 

 

 

4.6 Meeting Two  

4.6.1 Meeting Two – Site 1 

The second team meeting at Site 1 took place in the PTS setting. 

The data presented in this section come from video transcripts of the 

recorded meetings.  The purpose of presenting these data is to provide 

a context for the first level of data analysis. Researcher field notes and 

email data were the only data analysed at this stage of the project, 

video transcripts were analysed in subsequent analysis. 

 

Initially the team was asked how the project was progressing. 

Valerie (the FYS teacher) started the conversation Well we’ve just been 

spending time in each other’s settings, talking with the children, you 

know sharing things about maths, talking to the parents, getting to 

know everyone really. 

 

Site 1 Site 2 

In relation to mathematics have you 

identified any similarities across the two 

contexts? 

In relation to mathematics have you 

identified any similarities across the two 

contexts? 

Can you explain how you are working with 

families? 

What does mathematics look like at 

home? Are there similarities with FYS or 

PTS settings? 

Do you think a definition of mathematics 

might be worthwhile? 

Do you think a definition of mathematics 

might be worthwhile? 

Can you explain what sort of information 

you are gaining about the mathematics in 

children’s households? 

Have you discussed the design brief? Can 

you talk about how you might tackle it? 



 
 

121 | P a g e  
 

Jenny continued; It’s been really good. I’m finding it really 

beneficial, particularly for my own reflection. 

 

The teachers were reminded about the discussion that took 

place in the first team meeting and were then asked if they had 

identified any similarities across the two contexts. There was a short 

pause before Valerie offered, I think there are but I think there are some 

big differences too. When asked to elaborate she explained, I think the 

discussions are different. I mean, Jenny’s great and talks to the kids 

about all sorts of things but I think in the primary school the talk is 

different. 

 

When probed further she explained, Well, you plan what you are 

going to talk about, you know what questions you’re going to ask when 

you go into the lesson. Here it’s different, the talk is more spontaneous, 

it just sort of happens. You really have to be on the ball or you miss 

opportunities for learning. It’s hard; you always have to be that one step 

ahead. 

 

Jenny continued, I don’t know, when your kids go off to their 

tables you do the same, you’re asking them questions to keep them on 

task. 

 

Valerie replied, I suppose, but I still think it’s different. Here it just 

sort of happens, you know it um…it just happens (laughs). 

 

Jenny asked Valerie, Is it the maths that you think is different? 

Because I think that we do a lot of the same things but just in different 

ways. 

 

Valerie explained, You’re right, we do, but I still think it’s 

different. Maybe it’s the environment, I don’t know… 
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The teachers were asked to talk about what some of the 

similarities were across their two settings. Jenny explained, Well, Valerie 

has the whole group together when she introduces something and then 

they go to their tables. Here we have our mat session and then they peel 

off to the activities. The only difference is that here they get to choose 

where they go and at school they’re given a specific task to do (turns to 

Valerie), is that what you mean? 

 

Valerie replied, Yes, that’s what I mean. It’s different…it is more 

targeted. 

 

Jenny continued; It is. I mean the structure is different but the 

content is similar isn’t it? Remember that lesson last week where they 

were identifying and making their own patterns? We do the same thing 

here at the bead table. They don’t have set instructions but it’s pretty 

much the same thing isn’t it? 

 

Valerie replied; Yeah it is but the talk around it is different. 

They’re not asked to make something specific here whereas they were in 

that lesson. So I was sort of looking to see if they could recognise a 

pattern, and then if they could recreate it. At the bead table they’re just 

experimenting really. 

 

Jenny continued, Well, it depends. Sometimes when we sit at the 

table we might make a pattern and then talk to them about it, and then 

ask them to recreate the same pattern, so in that instance it’s the same, 

isn’t it? 

 

Valerie replied, Um…I guess so, yes it is, but I still don’t know, I 

still think it’s different. I don’t know why...I’m so confused right now 

(laughs). 
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The teachers were asked to describe how they were working 

with families to gather information about the home context. Jenny 

explained; I’ve started working on the transition statements so I’ve 

found that the project has been a really good way to talk about some of 

the things they do at home.  

 

When asked to elaborate she explained, Well, I’ve changed the 

transition statements to include numeracy knowledge. I’ve put the 

numeracy skills in outcome four, then I’ve used this to really talk with 

them about what they’re doing at home. It’s been really good, really 

useful actually. 

 

Valerie agreed and added, And we’ve been talking to the parents 

too. So just mentioning what we’ve seen their kids doing and asking 

whether they’ve noticed it at home, or whether they do similar things at 

home. I’ve talked to a few at the transition sessions too. Some of them 

stayed back for a bit of a chat. That was good. 

 

The teachers were asked to describe their progress toward 

meeting the design brief. Valerie turned to Jenny and explained; 

um…well we’ve really just been collecting information. We haven’t really 

discussed the plan or anything like that yet.  

 

Jenny continued, We’ve decided that the transition sessions will 

focus on mathematics but that’s about it really. The first transition 

session went well. We discussed that before the kids went over so I 

suppose we have sort of started. 

 

When asked to elaborate Valerie explained, Well we thought 

that the transition sessions could be our plan to support them cause 

that’s the purpose of them anyway. The session that we just had built on 
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what Jenny does here, so we had a whole group session and then five 

table activities that they rotated around. I tried to keep the table 

activities familiar to them so I just set up similar things that I’ve 

observed Jenny do here. It was good. It went really well. She went on to 

explain, I think that if we can use them to foster some familiarity, then 

they’ll be able to draw on what they already know more easily. We did 

that before all this, it was our plan from the beginning. We want them to 

be comfortable.  

 

Jenny continued, That’s right, it’ll take away some of that 

apprehension and when they get there next year they’ll be confident. 

 

When asked to elaborate she explained, Well, if they’re feeling 

comfortable and happy about going to school and being at school then 

they’ll be more inclined to tap into what they know. That’s my opinion 

anyway. 

 

Valerie replied, Yes, I agree completely. If we can get them settled 

and happy and confident before the first day, they’ll be more settled and 

comfortable when they arrive. Sometimes it takes ages to settle them in so 

I think what we’re going to do will sort of eliminate that because they’ll 

know it’s familiar and they’ll feel comfortable, you know they’ll start and 

they’ll already know what school is like, they’ll be ready to learn. 

 

The teachers were then asked if they were using the information 

that they were collecting about individual children to plan the transition 

sessions. Valerie laughed, Not yet, but we will now!  

 

As the meeting came to an end the teachers were then left to 

discuss the planning of the remaining transition sessions and how they 

might work toward meeting the design brief. Once again this was a 
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deliberate step in the research project as it provided the teachers with the 

time and space to work together. 

 

4.6.2    Meeting Two – Site 2 

The second team meeting at Site 2 took place in the primary school 

setting, two weeks after the first formal team meeting. Both teachers and 

two parents (Annie and Jane) were present. The meeting commenced with 

a short discussion about the design brief to ensure that families, who were 

not present at the first meeting, had a sound understanding of necessary 

information. After this discussion the team was asked to explain if they had 

discovered any similarities across the different settings. Judy (the 

preschool educator) commenced the discussion, Well, Shelly and I have 

spent a session in each other’s classrooms and I think we’ve found a few 

similarities. 

 

Shelly continued, Yes, we’ve been looking at the ways we both work 

and seeing if there is anything we do the same. It’s been really good and 

we’ve actually found out that we do a lot of things the same way. 

 

When asked to provide some examples she explained, Well, it’s a 

bit embarrassing but we sort of both love singing in the classroom 

(laughter). We found out that we’re both singing the same songs. So it’s 

pretty funny but it’s good too I think. 

 

When asked if there were any other examples Judy continued, And 

we’re using similar resources. We both use the plastic dinosaur counters 

and there’s the wooden numbers. We’ve got some of the same floor puzzles 

and see that poster there (points to a poster on the wall) it’s exactly the 

same as the one that’s in the kinder room. 

 

The parents were asked whether they thought that there might be 

some similarities between home and the two contexts. Jane suggested, We 
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sing all of the songs at home too (laughs). They drive me crazy, they get 

stuck in my head and I walk around the house singing them to myself when 

he isn’t even there, he’s at kinder (laughter). 

 

When asked whether she thought that there might be some 

similarities Annie added, We’ve got magnetic numbers on the fridge, I 

suppose they’re similar to the wooden numbers aren’t they? The teachers 

nodded.  

 

The team was then asked if there were any other similarities. Judy 

explained, Um, they were really the only things that jumped out but I’m 

sure there’ll be more. 

 

The team was then asked if they had thought about the design 

brief. Judy explained, Well Shelly and I spoke about it after the last meeting 

and we thought that we could sort of divide the work between us. We’ve 

put together a bit of a draft plan. 

 

When prompted further she explained, Well, we thought that Shelly 

and I would focus on what they’re doing at kinder and school and how to 

support that, and then these guys (gestures to parents) can focus on what 

they do at home and then share that information with us so we can bring 

the two together. 

 

Shelly added, We thought it was better if we divvied it all up 

amongst us that way it’ll be fair and we’ll all be looking out for what they 

know.  

 

Judy continued, We sort of thought that if you record what happens 

at home you can share it with us for our planning. I mean we can’t be there 

in your houses so this way of working sort of covers that. 
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When the parents were asked to offer their thoughts about their 

role Annie explained, It makes sense, I just hope I do it right!  

 

Jane added, Me too! What sort of things do you want us to report 

back? 

 

Judy answered, You’ll just write down everything you do and see at 

home that has something to do with maths. You know, so how far can they 

count? What they’re good at? What they like doing the most? That sort of 

stuff. Both parents nodded. 

 

At this stage of the conversation it was becoming increasingly 

obvious that the parents in the team had been ‘given a job to do’ and that 

job was, as Jane suggested, was to “report back” to the teachers. In order 

to examine this notion further the parents were asked if they had any 

other ideas as to how they might work with the teachers. Jane suggested, 

Maybe we could come and help you here too? I mean I feel a bit bad 

because we have one kid to watch and you two have all the others. I 

wouldn’t mind if you shared them out amongst us. I could come here and 

take notes for you if you want me to. Annie nodded in agreement, No, I 

wouldn’t mind doing that either. 

 

Judy answered, Okay that’s great, that’s really good to know, 

thanks for that. She went on to explain that, Shelly and I did talk about how 

we could find out about the other children and we thought that we want to 

find out what they’re doing at home. And you know, none of us can really 

go into their houses, and seeing the other families already know about the 

project we thought that we could just put a box at the front door so they 

can leave notes and share what’s happening at home. If we have that, I 

think we should be okay to look at what they’re doing at kinder but we’ll 

see how we go. We might call you in if we need to.  
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 Shelly added, You know what they could do? They could talk to the 

other parents about what we’re looking for. So um sort of give them some 

suggestions about what they can write and put in the box. That would be a 

great help. It would save us so much time, if you don’t mind. Both parents 

agreed to this request.  

 

As the discussion continued the team was asked whether they 

thought a definition of mathematics might assist them to notice some 

more similarities across and between the different sites. Judy was the 

first to answer; I think that a definition may be too restrictive. I mean if 

we use a definition it might lock us into only seeing certain things. I don’t 

know, that’s my opinion, what do others think?  

 

Jane continued, I’m okay without one but I hope I don’t miss 

something. I’m worried that I might not see everything you need to 

know. 

 

Judy replied; You don’t have to see everything you just write 

down what you think, there’s no wrong or right Jane. Shelly and I just 

need your thoughts that’s all. 

 

Shelley agreed, That’s right, we’ll all miss things and some of us 

will see things that others don’t even think about, it’ll be good. I don’t 

think we need a definition. What do you think Annie?  

 

Annie answered, I’m happy to go with what everyone else wants 

but I might get you to have a look at what I write the first couple of 

times if that’s okay? Just so I know that I’m on the right track.  

 

At this stage of the project both parents appeared to express 

some concern about their role I hope I don’t miss anything and also 

some apprehension in that they might not enact the role in ways that 
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the teachers had envisaged I might get you to have a look at what I 

write the first couple of times. In an attempt to generate some change in 

direction the parents were asked to talk about the mathematics at 

home. Jane commenced the conversation, I really love maths so we’re 

always doing something maths related. Most parents read books to their 

kids, nah not me I do maths with my child (laughter) it’s just my thing.  

 

When asked if she could talk about some of this further she 

explained, Well, we count, he can count to 29 and can count backwards 

from 20. We cook a lot so he understands things like 1/4 of a cup and 

1/2 a cup, and he knows that 1/2 of a cup is bigger than 1/4 of a cup, he 

really understands that, so I think that’s good cause you would think 

that he would see the 4 and think that is bigger but he doesn’t he gets it. 

Um… I’m not sure what else...um we’ve got the times table chart on his 

bedroom wall and we read through that every night before he has his 

story…that’s it I think.  

 

Annie was then asked to talk about the mathematics at her home, 

We count a lot but at the moment he can only count up to 19, he pretty 

much looses it after that and just starts making up random numbers 

(laughter). I’m not sure what number he counts backwards from, I know he 

can do it from 10 but I haven’t tried any others with him, I’ll have to do 

that. Um…we do a lot of drawing so he’s really good with shapes and he 

can write most of the numbers to ten. Sometimes they’re all around the 

wrong way but we’ve got these magnetic numbers on the fridge and since I 

brought them he’s using them to copy, they’re really good. Um…what else, 

um… we’ve got bathroom scales and he’s obsessed with weighing 

everything and everyone! (Laughter). We’ve got the times table chart on 

the wall too but he’s not real interested in it at the moment but we’ve got a 

poster of a clock with the hands that turn around, he loves that. Sometimes 

he gets the time right when I ask him, you know only o’clock, but I don’t 
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know if he actually knows it or if he’s just a good guesser (Laughter). Um…I 

think that’s about it really. 

 

The teachers were then asked to explain how they might use 

information like that in their planning. There was a short pause before 

Shelly spoke, Well, it’s so important for me to know this sort of information. 

I would definitely use this sort of information in my planning for next year. 

When prompted further she explained, Well now I know that both of these 

children can count beyond ten, I’ll be trying to find out if that is the same 

for the other kids.  

 

Judy interrupted, It is, they can all count beyond ten. 

 

Shelly continued, All right, well I won’t be focusing on teaching the 

forward number sequence to ten next year then (laughs). I mean, we will 

probably still practice it but my teaching won’t focus on developing that 

skill if it’s already there. 

 

When asked how she might use the information shared by the 

parents Judy replied, Well we do a lot of the same things at preschool as 

home. We cook, we draw, we’ve got the wooden clocks it’s all very similar 

so I’m not really sure what you mean by use the information? It was further 

explained that information about individual children’s home experiences 

might be useful for supporting teaching and learning, she continued, Ah 

okay, now I get it! Sorry! Okay, so now I know that Tom (pseudonym) 

understands 1/2 and 1/4, next time we’re making play dough or cooking I 

could introduce him to the idea of whole or one, so  two halves make 1 cup, 

four quarters make 1 cup, that sort of stuff, that’s what I would be looking 

at doing. And now that I know about Jed’s (pseudonym) experience with 

the time I am actually going to make it my mission see if he’s guessing or if 

he’s starting to develop the concept (laughter). 
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When the team was asked if they had given any thought as to how 

mathematics might be supported across the different sites Jane suggested 

that, We could look at doing some of the same things, you know at home at 

school, and at kinder? 

 

Judy turned to Jane and asked, What sort of things are you thinking 

about? 

 

Jane went on to explain, Well, I was just thinking about the singing, 

are there other things like that we can do? 

 

Annie suggested, What about counting? Or cooking? All team 

members nodded in agreement. 

 

Judy turned to Shelly; Do you do a lot of cooking at the school? You 

wouldn’t would you? 

 

Shelly replied, No, not really but we could. Maybe we should think 

about it over the next week or so and then talk about it again when we all 

have some more ideas? The other team members agreed. 

 

As the meeting came to a close Annie declared, I think this is going 

to be really good. 

 

4.6.3 Analysis of field notes and email data meeting 2 

In the following section, data and analysis from the researcher 

field notes and email interactions generated by Site 1 and 2 are 

presented, and preliminary analysis is recorded. The preliminary notes 

that are represented in each of the tables, once again provide insight 

into researcher thinking as data were reduced to relevant text. Although 

transcribed video data were not analysed during this time, research 
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team meetings influenced researcher field notes. This is reflected by 

what has been noticed in this process. 
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Table 9 Site 1 - Example of Reducing Relevant Text Team Meeting 2 Field Notes 

 

 

 

Site 1 – Researcher Field Notes Site 1 – Relevant Text Site 1 - Preliminary Notes 

10/10/2012 During today’s team meeting I found out 
that the two teachers are spending extra time in each other’s 
contexts. The principal has been releasing the FYS teacher for an 
hour every second day to work on transition. This has been 
taking place since the first afternoon tea meeting. She has been 
going to the preschool and spending the time observing the 
children. 

The two teachers are spending extra time in each 
 other’s contexts. The principal has been releasing 
 the FYS teacher. 
 
 
 
(Extra) time observing the children 

Principal support  
Extra time to build rapport with one another – what 
 impact will this have?  

10/10/2012 They told me that they had spoken about 
the transition sessions before the project started and had some 
clear ideas as to how the sessions might be structured. They 
seem to be building on what they already do rather than 
starting from scratch.   

They seem to be building on what they already do. Recognising and building on their existing ways of 
 working? 

17/10/2012 Today Valerie told me that she was not 
sure if she will be the prep teacher next year. She said that it 
looked as though there might be a composite class (due to 
numbers) and so she would take that. It would only have four or 
five prep children and the others would be grade one. 

FYS teacher not sure if she will be the prep teacher 
 next year.  

Uncertainty – systemic issue? How is this impacting 
 on work toward the design brief? 

17/10/2012 The PTS teacher told me that she is really 
starting to notice the mathematical learning in her setting. She 
said that she hadn’t really thought about what they do in a 
‘mathematical’ way. It was just what they always do. 

PTS teacher starting to notice the mathematical 
 learning in her setting.  
She hadn’t really thought about what they do in a 
 ‘mathematical’ way. 

Change in thinking? Practice?  

26/10/2012 Today Valerie explained that there might 
be another teacher who will be teaching prep. She said that 
nothing has been decided yet but asked if she could introduce 
this teacher to me in case she has to take over her work. She 
communicated that she was a bit upset that she might not be 
the prep teacher but that they needed an experienced teacher to 
take a composite grade. When I asked her when it would be 
decided she told me that she had no idea. 

There might be another teacher who will be 
 teaching prep. 
 
 
[The FYS teacher is] a bit upset that she might not 
 be the prep teacher. 
 
When I asked her when it would be decided she told 
 me that she had no idea. 

Wider influences impacting on the relationship? 
 Participation in the relationship? How is this 
 impacting on work toward the design brief? 
 
 
 
 
Uncertainty – systemic issue? 
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2910/2012 This morning I spoke to Jenny. She said 
that Valerie might not be taking prep next year and asked if it 
was okay to restart the work with another teacher if there was a 
new prep teacher appointed. 

[The PTS teacher] said that [the FYS teacher] might 
 not be taking prep next year. 
Restart the work with another teacher if there was 
 a new prep teacher appointed. 

Systemic influence – impacting on both teachers 
 
Restart work – creating workload? What work has 
 been done to-date?  

02/11/2012 Today Valerie told me that she has been 
teaching a lot of what the children already know. She said that 
most of the children are already working at the Foundation year. 
She said that she was puzzled why the numeracy test does not 
pick that up. 

[FYS teacher] has been teaching a lot of what the 
 children already know. 
Most of the children already working at the 
 Foundation year. Why the numeracy test does not 
 pick that up? 

Examining existing practice – what are the 
 specifics? 
 
 
Evaluating existing practice/tools used – what has 
 she noticed? Need some more information here! 

5/11/2012 Today Valerie communicated that she will 
definitely be teaching prep next year. She said that there might 
be two prep classrooms. She told me that she had asked Jenny if 
she would mind if the other prep teacher also visited the 
preschool. The school was now looking at having two composite 
classes. 

FYS teacher will definitely be teaching prep next 
 year 

Communication of role for following year 
 
 
 
Complexity of planning for transition? Systemic? 
 School? 

9/11/2012 Today Jenny communicated that the 
parents are really happy with her and Valerie working so closely 
together. She said that they were telling her how wonderful it 
was that the children were already comfortable with Valerie. 
She said that the parents are really noticing a lot of 
mathematical learning and are starting to talk about what they 
do at home to her and Valerie. 

The parents are really happy with [PTS and FYS 
 teacher] working so closely together 
Children were already comfortable with [FYS 
 teacher] 
 
Parents are noticing a lot of mathematical learning 
and are starting to talk about what they do at 
 home 

Relationship extending beyond the two teachers? 
 How are they working with the parents? What are 
 they finding out about the children and their 
 mathematics learning?  
 
Noticing mathematics – what mathematics?? 
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Table 10 Site 1 - Example of Reducing Relevant Text Team Meeting 2 Email Data 

 

 

 

 

 

 

 

 

 

 

 

Site 1 – Email Data Site 1 – Relevant Text Site 1 - Preliminary Notes 

25/11/2012 Hi Wendy, I am in Melbourne Wednesday 
with a PD but I'll get the CRT to take XXX class so that she can go 
to the kinder. Is this okay with you? (FYS Teacher) 

I am in Melbourne on Wednesday with a PD 
 

External commitment impacting on the  
relationship. Is this teacher disengaging by  
introducing another teacher into the  
relationship?  

04/12/2012 Hi Wendy, we can’t visit this week. I am 
flat out with concert celebrations at both sites. I hope that’s 
okay? I have emailed Valerie to let her know. (PTS Teacher) 

I am flat out with concert celebrations at both sites. 
 
I have emailed [the FYS teacher] to let her know 

Day-to-day pressure 
 
Conversing directly with one another- rapport? 

09/12/2012 Hey Wendy, I just wanted to share before I 
forget. I met with my team leader last week and told her about 
the maths that we have been focusing on. She wants me to talk 
about it at our next network meeting. She was really impressed! 
I’ll let you know how I go! (PTS Teacher) 

[PTS teacher] I told her about the maths that we  
have been focusing on. 
 
[PTS] She wants me to talk about it [mathematics] at  
our next network meeting. 

Confidence? Communicating to her team leader. 
 What maths are they focusing on?  

10/12/2012 Hi Wendy, it is all going well. I feel like I 
already know the kids and I’ve learnt a lot from Jenny. I hope 
she’s learnt a lot from me too! I found out today that we’ll only 
have one prep class next year because the numbers are not as 
high as we thought. So that’s good seeing I am the one who has 
built up the relationship. (FYS Teacher) 

[FYS teacher] I feel like I already know the kids and I  
have learnt a lot from Jenny 
I hope she’s learnt a lot too 
We’ll only have one prep class next year.  
I am the one who has built up the relationship 

Rapport with children and with each other 
Changed practice?  
Reciprocity?  
Confirmation of role for the following year 
Investment in relationship? 
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Table 11 – Example of Reducing Relevant Text Team Meeting 2 Field Notes 

 

Site 2 – Researcher Field Notes Site 2 – Relevant Text Site 2 - Preliminary Notes 

12/10/2012 The team meeting went well today. 
However, the PTS teacher appeared to be very dominant in 
this meeting. This was different to the first meeting. She 
appeared to be asserting herself and her expertise. 

The PTS teacher appeared to be very dominant in 
 this meeting. She appeared to be asserting herself 
 and her expertise 

Change of dynamic with the presence of parents? 
 Vulnerability? Asserting herself? 

12/10/2012 The parents were quiet initially but as 
the meeting progressed they contributed more. When they 
were provided with an opportunity to share they did.  

When [parents] were provided with an opportunity 
 to share they did. 

Opportunities might need to be provided? Would 
 they share if they were not provided with the 
 opportunity to do so? 

12/10/2012 There appeared to be some power 
dynamics in play today with the teachers expressing some 
fairly clear ideas as to how they might work with the parents. 
There seemed to be some resistance toward planning with 
parents and the teachers appeared to tell the parents what 
they wanted to them to do. This changed a little toward the 
end of the meeting but it wasn’t until the parents were 
provided with an opportunity to contribute and the teachers 
had time to listen to them.  

There appeared to be some power dynamics in play 
 today with the teachers expressing some fairly 
 clear ideas as to how they might work with the 
 parents.  
Resistance toward planning with parents 
 
 
The parents were provided with an opportunity to 
 contribute and the teachers had time to listen to 
 them 

Power – how will information be shared?  
 
 
How do the teachers perceive their role in 
 partnership? Is it to lead? Or to share? Is there 
 reciprocity? 
 
Preconceived notions of parental capacity to 
 contribute?  

17/10/2012 Today Judy told me that Annie could 
not be part of the research project anymore. She said that 
Annie was finding it too hard to juggle everything. I spoke to 
Annie she explained that her family situation has changed 
and that she doesn’t have the time to document what is 
happening at home anymore or to spend time at the 
preschool talking with other parents. 

 

[Parents] family situation has changed and she 
 doesn’t have the time to document what is 
 happening at home anymore or to spend time at 
 the preschool talking with other parents. 

Power – is this a result of the teachers telling her 
 what to do? The teacher expecting her to work in a 
 particular way rather than a way that might be 
 suitable to her?  

19/10/2012 Judy told me today that she is feeling 
exhausted.  She explained that she is working on the 
transition statements. She said just making a time to talk to 
the parents was hard because everyone has different things 
happening. She said that she is in ‘survival mode’. 

[PTS teacher] feeling exhausted. She explained that 
 she is working on the transition statements. She 
 communicated that she is in survival mode. 

Systemic demands impacting on the PTS teacher 
How will this affect the relationship? How might 
 this impact on the progress toward meeting the 
 design brief? 

22/10/2012 Today Shelly communicated that she 
has been successful in her job application and will be the prep 

[FYS teacher] has been successful in her job 
 application and will be the prep teacher next year. 

Communication of role for following year. How 
 might this change the relationship? Will it?  
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teacher next year. 

05/11/2012 Today Shelly showed me some of the 
observations that she has taken of the children. She has 
created a profile for each child and has started to document 
what she has observed and also some of what she has 
learned from parents. The observations are not solely 
mathematics focused. Many of them target oral language 
and social/emotional interactions. I asked her what she was 
learning about their mathematics learning, she told me that 
she will be looking at that in the next few weeks and that she 
is just trying to get to know them first. 

The [FYS teachers] observations are not solely 
 mathematics focused. Many of them target oral 
 language and social/emotional interactions.  
 
 
 
 
She will be looking at [mathematics learning] in the 
 next few weeks and that she is just trying to get to 
 know them first.  

Is mathematics learning seen as a priority to focus 
 on for this teacher? Are other areas of children’s 
 learning and development considered more 
 important? 
 
 
 
Mathematics learning secondary to other 
 information needed? Not seen as a way to get to 
 know the children? What does this mean? What 
 mathematics is being focused on?  

14/11/2012 I spoke to Judy today. She told me that 
she hasn’t had a lot of time to share information with Shelly 
as the time that they are spending together is mostly focused 
on what is happening in the moment. 

The time that [the FYS and PTS teacher] are 
 spending together is mostly focused on what is 
 happening in the moment. 

Some planning time might be needed away from 
 the children? Is that happening? How are they 
 planning to support the mathematics learning of 
 children?  

20/11/2012 Today I had an opportunity to speak 
with Jane. She said that she is enjoying working with the 
teachers. She said that she is collecting information for them 
and is working with the other parents to help them to 
understand what mathematics the teachers are looking for. 
She said that she is learning a lot about what teachers do and 
is thinking about studying when her child goes to school. 

Parent said that she is collecting information for 
 [the teachers] and is working with the other 
 parents to help them to understand what 
 mathematics the teachers are looking for. 
 
 
Learning a lot about what teachers do and is 
 thinking about studying 

Power – working for teachers rather than with 
 teachers? 
How is this team working with parents? What is the 
 role of the parents? 
 
 
Parental learning/empowerment?  
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Table 12 – Research Team Two - Example of Reducing Relevant Text Email Data 

Site 2 – Email Data Site 2 – Relevant Text Site 2 Preliminary Notes 

23/10/2012 Hi Wendy, Are you expecting us to visit 
each week, as I am very busy with transition statements, next 
year’s orientations and excursions, besides the actual teaching 
and program. I am not sure if I can dedicate time each week. I 
will be visiting next week with my whole class! But will not get 
there by myself. Is this okay? 

(PTS teacher) I am very busy with transition statements, 
 next years orientations and excursions, besides the  
actual teaching and program. I am not sure if I can  
dedicate time each week. 
 

External pressures? Is this way of working together  
adding to this teacher’s workload?  

 29/10/2012 Hi Wendy, We are having a walking 
excursion to the park next Thursday, so we won’t be here for 
Shelly to visit, the week after will be ok. Can you let her know? 

(PTS teacher) We won’t be here for Shelly to visit. Can  
you let her know? 
 

Working together not a priority for this teacher?  
Indication of how the relationship is developing –  
emailed me rather than the FYS teacher? 

30/10/2012 Morning Wendy! That's fine about next 
week. I have our concert Friday and a student teacher in the 
grade next week so it's not ideal for me to be out of the 
classroom anyway.  Enjoy your day! 

(FYS teacher) I have our concert Friday and a student  
teacher in the grade next week so it’s not ideal for me  
to be out of the classroom. 
 

External pressures impacting on participation 

14/11/2012 Hi Wendy, I just wanted to share 
something with you, I hope you don’t mind! Today I looked at my 
observations alongside the foundation year. Most of these kids 
are meeting some of the learning achievements already. I know 
that the focus is supposed to be on maths but would you mind if I 
looked at literacy too? Let me know if this is okay.  

(FYS teacher) Most of these kids are meeting some of  
the learning achievements already.  
 
(FYS teacher) Would you mind if I looked at literacy  
too? 

Noticing existing understandings 
 
Thinking broadly rather than focusing explicitly on  
mathematics? Is this okay? Or does something get  
lost? Realisation of what young children know –  
bring to school? 
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4.6.4    Refinement/Guiding Questions 

When email data and researcher field notes were reduced to 

relevant text, the guiding questions for research team meeting three were 

formulated through these data. In the following section this process is 

presented.  

 

Site 1 

The principal at Site 1 was providing the FYS teacher with additional 

time-release each week to work on transition to school. This was an 

interesting move by the principal given that the FYS teacher had 

communicated that there was some uncertainty about her role the 

following year and the composition of the new classroom. I wondered 

whether the extra time would benefit the children making the move to 

school or whether such uncertainty would indirectly impact on the FYS 

teacher’s commitment to this work. This was an area that I wanted to 

examine further at this site and it became one focus in the third research 

team meeting. I wanted to know what progress was made toward meeting 

the design brief; particularly given the extra time that was afforded at this 

site. This thinking led to the questions: 

 

 Can you talk about your progress toward meeting the design brief?  

 Can you describe the plan that you have formulated to support 

mathematical learning? 

 

The systemic issues that emerged during this time at Site 1 

appeared to be stemming from the FYS setting. It was clear that the FYS 

setting was contemplating the structure of classes and staffing, and that 

this contemplation was having some direct implications for both the work 

of both the FYS, and indirectly, the PTS teachers. During this time, both 

teachers expressed some uncertainty around their roles and their work, 

particularly in relation to their work with one another. There appeared to 

be a ripple effect from this planning that was impacting on both teachers, 
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across both settings. This was something that I monitored in later 

communication with both teachers. 

 

It was evident that the teachers at Site 1 had been focusing on 

noticing the mathematics learning of children. However, between team 

meetings two and three very little detail was offered in relation to what 

mathematics the teachers were noticing. Information offered was general, 

and despite looking at the similarities across the different sites, the focus 

remained on the context of mathematics learning rather than what 

mathematics learning was being noticed and targeted. In order to 

formulate a plan that would support the mathematics learning of children 

it was important that the teachers identify the existing mathematical 

understandings of children. This became another focus for the third 

research team meeting: 

 

 Can you describe the plan that you have formulated to support 

mathematical learning?  

 Can you detail what mathematical understandings you will be 

supporting as the children make the move to school? 

 

Both teachers appeared to be examining and evaluating their 

existing ways of teaching mathematics. The FYS teacher was beginning to 

question the tool that she was drawing on to assess children’s learning and 

the PTS teacher was sharing the mathematics that she was teaching in her 

setting with those in leadership roles. I wondered how this exploration 

might shape what was focused on as they formulated their plans to 

support the mathematics learning of children and whether their existing 

practice might be refined, developed or changed. This became another 

area of focus:  

 

 Can you explain why these understandings were focused on and 

why you have decided to work this way?   
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The final area of focus centred on the teachers’ work with families. 

Between meeting two and three, how the teachers might be working with 

families was not discussed. Both teachers had communicated regular 

interactions with families but the reporting of these interactions was not 

specific and offered very little in relation to what was being discovered 

about the mathematical learning of children at home or how they were 

working together with families. This was an important aspect of the study 

and therefore became the final focus of the third research team meeting:  

 

 Can you explain the role of families in the plan that you have 

created? 

 

Site 2 

The teachers at Site 2 both communicated some external pressures 

that were impacting on the relationship. These pressures were highlighted 

primarily in the PTS teacher’s communications and appeared to centre 

round workload and day-to-day responsibilities. This teacher was quite 

dominant in the second research team meeting and she appeared to have 

some strong ideas as to how the work at Site 2 might be conducted. She 

offered some insight into this behaviour when she communicated that she 

was in “survival mode” and that she was “feeling exhausted”. Attempting 

to control her work with others might have been a way to contain or 

manage her own personal workload.  

 

After research team meeting two, one of the Site 2 parents, Annie, 

communicated that she could no longer participate in the project. She 

cited a change in her family situation and lack of time to document or 

spend time talking to other parents as the reason. This was a surprise at 

this stage of the project, particularly as this parent appeared to be very 

positive about the project during the research team meeting. Annie might 

have provided some insight into this happening when she communicated 
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that she was collecting information for the teachers and learning about the 

work of teachers. I speculated as to whether it was the positioning of the 

parents at this site that resulted in Annie’s withdrawal from the project. I 

wanted to gain more insight into how the remaining parent might be 

positioned including whether she was being afforded the opportunity to 

share within the project. This became a focus of the next research team 

meeting with the following guiding questions formulated: 

 

 Last meeting you suggested that you would make some time to 

meet and share ideas. Can you talk about what you learned through 

that meeting?  

 Can you describe the plan that you have formulated to support 

mathematical learning, including the role of each of your team 

members in this process? 

 

Another area of focus centred on mathematics. Again, little 

information was offered about what mathematics was being noticed, and 

children’s existing mathematical understandings. Likewise no information 

was offered about the team’s progress toward meeting the design brief. It 

was evident that the team was engaged in the collection of information but 

the details of this information remained elusive. Some of the information 

offered reflected that perhaps mathematics might not have been the sole 

focus of the research team. This was an area that I wanted to examine 

further:  

 

 Can you talk about your progress toward meeting the design brief?  

 Can you detail what mathematical understandings you will be 

supporting as the children make the move to school?  

 Can you explain why these understandings were focused on and 

why you have decided to work this way? 
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Guiding questions for the third team meeting at each of the sites 

are presented in Table 13. 

 

Table 13 – Guiding Questions – Team meeting 3 

 

 

 

Site 1 Site 2 

  

Can you describe the role of the 

families in the plan that you have created? 

Can you describe the plan that you 

have formulated to support mathematical 

learning? Including each of your roles in this 

process? 

Can you detail what mathematical 

understandings you will be supporting as the 

children make the move to school? 

Can you detail what mathematical 

understandings you will be supporting as the 

children make the move to school?   

Can you explain why these 

understandings were focused on and why you 

have decided to work this way? 

Can you explain why these 

understandings were focused on and why you 

have decided to work this way? 



 
 

144 | P a g e  
 

4.7    Team Meeting Three  

4.7.1 Meeting Three - Site 1 

The third team meeting took place in the primary school setting. To 

commence the discussion each individual was asked to explain what had 

taken place since the last meeting. Jenny started the discussion; Well we’ve 

been busy! We’ve planned all the transition sessions and it’s all in full swing 

now. 

 

Valerie explained; They’re going really well. We’re really happy with 

them and I think the parents are too. We’ve been getting some really 

positive feedback. 

 

The teachers were asked to describe how they planned the sessions 

and what each of the sessions involved. Valerie explained Well, we sat 

down together and just really talked about what we had observed. That 

was really good because Jenny knows so much about the kids and so nine 

times out of ten she would sort of add on to what I’d seen or explain 

something that I was unsure about, that was really good. 

 

Jenny continued, Yeah it was good for me too because Valerie was 

able to tell me what the next step was, you know what sort of things she 

would do at school with them next year. That was great, I learned so much. 

It sort of gave me the bigger picture. So when we were planning, we both 

sort of knew where they were coming from, where they were and where 

they were heading, it was good. 

 

During this dialogue a sense of reciprocity was emerging. Both 

teachers communicated a professional growth through their interactions 

with one another, and also the development of a deeper understanding 

about children and their learning.  
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As the conversation continued Valerie explained, The planning just 

seemed to flow from there (turns to Jenny) didn’t it? 

 

Jenny agreed, Yeah we just started with what they know and what 

they’re already doing. We sort of tried to replicate some of the things 

they’re familiar with so they can build some confidence.  

 

When asked whether the parents contributed to the plan Valerie 

turned to Jenny, Well…kind of didn’t they? 

 

Jenny agreed but further explained, Yeah they did. They actually 

had a lot of input because we used all the information they shared with us. 

 

Valerie agreed, Yes, yes we did. I never thought about it like that. 

They really did have a lot of input when you think about it that way. 

 

When asked to provide an example of this input Jenny explained, 

Well I’ve been counting how many children are at school each day, you 

know how many boys and how many girls. We’ve both had feedback from 

parents that their kids love this, and have started counting different groups 

of things at home, so we thought that we’d start off each session by doing 

the same thing. 

 

When asked if there were any other examples Valerie explained, 

Some of the parents told us that they were worried that their children 

couldn’t write the numbers so one of the table activities involved number 

cards and them writing the numerals off the cards. 

 

Jenny further explained, Yes and we have the same activity at the 

kinder so they’re familiar with it and they like it, but some of them just need 

a bit more practice. We were thinking that we might send some similar 

things home before next year. 
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The teachers were then asked to describe the role of the families 

in the project. Jenny commenced the discussion, No one really had a 

role or had certain things that they needed to do, we just sort of all 

shared information.  

 

Valerie continued, Yeah, we shared information but we also 

talked things over with each other, and got each other’s opinions on 

some of the things we were thinking about or were puzzled about. 

 

When asked whether families could be best described as part of 

the team or as friends of the team, Jenny suggested, We just all worked 

together, it just all came together. 

 

In order to garner some further information about the transition 

sessions, the teachers were asked to talk about the continuity of 

mathematics learning and what mathematical understandings they 

were aiming to support as children made the move to school. Jenny 

explained, We’ve really looked at offering mathematical experiences the 

same way. I mean we know what they’ve been doing and what they 

know so we’ve tried to support it by making sure that they have the 

same opportunities to keep going with what they know. 

 

Valerie continued, In a way we’ve sort of tried to keep it all the 

same, the materials, everything. This was an interesting comment by the 

primary school teacher who had initially rejected the notion that it was 

the practices around the mathematics that made mathematics different 

across different contexts.  

 

The teachers were then asked to highlight some of the 

mathematical understandings that were being supported. Jenny 
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commenced the discussion, Well; we’ve sort of organized the sessions 

around number haven’t we? (turns to Valerie) 

 

Valerie continued, Yes, yes we have but we’re looking at different 

aspects of number. So the first session was on counting and numeral 

recognition. The second one was patterns. In the third one we’re looking 

at the forward and backwards number sequence, you know ordering. 

And in the last one we’re looking at money. So it's all number but it’s just 

different areas of number.  

 

When asked why they had decided to structure the sessions this 

way Valerie explained, Well these are things they’re already doing, this 

has come from what Jenny already does with them, and it’s the same, 

it’s what we’ve seen them do and enjoy. 

 

As the meeting came to an end the teachers were asked if they 

thought that working this way would support the mathematics learning 

of children as they make the move to school. Valerie answered; I think 

it’s going to make a huge difference. I mean I already know them; I know 

their names, that in itself is massive. 

 

Jenny added, And you’ve got all the notes we’ve taken, it’s a 

good start. I think it’s going to support them so well. 

 

4.7.2 Meeting Three - Site 2 

The third formal team meeting for Site 2 was held at the preschool. 

Both teachers and one parent (Jane) were present at this meeting. The 

team was asked to talk about their progress toward completing the design 

brief. Judy commenced the discussion, Well, we’ve made some good 

progress I think. We’ve started implementing our plan, and from my 

perspective it seems to be going really well.  The other team members 

agreed. 
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The team was asked to explain the plan and how it was formulated. 

Judy continued, Well, we’ve just sort of shared information. Jane’s been 

great and has taken a bit of a leadership role with the other parents. She’s 

sort of been our middle person and fed information between them and us. 

That’s been really helpful. I think we’ve been able to include input from 

everyone because of that, otherwise it would have been too hard I think. 

We’re all so busy. 

 

Jane was asked to explain her role further, I just talked about some 

of the things that I’ve been doing with Tom (pseudonym) to give the 

parents some ideas for the suggestion box. I don’t think it was a big deal. 

We usually talk about our kids when we’re waiting to pick them up anyway. 

The only difference was that we focused on maths. 

 

Shelly continued; It was a big deal Jane. I got a really clear 

understanding of every child. It has helped so much. 

 

Judy agreed, It was a great help for the transition statements too 

Jane, really worthwhile. 

 

The team was then asked to talk about how they formulated the 

plan that they were implementing. Shelly explained, Well we didn’t want to 

create any extra work and we had to plan the transition sessions anyway so 

we sort of killed two birds with one stone. 

 

Judy continued; We planned them together. Shelly gave me the 

notes that she collected while she was at the preschool and I used them, 

the parent notes, and my observations to create a numeracy profile on each 

child. I had to do this for the transition statements anyway so it wasn’t 

anything different I just pulled out the numeracy. Then we used these to 

plan the sessions. It worked really well. 
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When asked for further details Judy explained, Shelly and I sat down 

with the profiles and mapped out each session. There are four sessions all 

together.  

 

Shelly continued; We’ve put the kids in small groups based on the 

information that we had. It’s really good. 

 

The team was asked to explain how the children were allocated 

to the small groups. Judy explained, Well, we really looked at their 

interests and their ability levels. That was it really. The groups change 

too, they’re not the same for every session, it depends what we’ve found 

out about them, you know their interests change… they’re different. 

 

The team was asked to talk about some of the information that 

they had gathered about children’s learning. Judy answered, We 

formulated a checklist so we’ve looked at whether they can complete 

puzzles, if they’re able to identify basic colours and shapes, if they can 

recognise some numerals, what number they can count to, whether they 

can sort and classify different objects, um…we’ve also looked at 

measurement, you know how they were describing length and width. Um 

we looked at whether they can write numerals um… I think that was about 

it wasn’t it? (turns to Shelly) 

 

Shelly nodded in agreement; Yeah I think so. 

 

The team was asked to describe one of the sessions that they had 

planned. Shelly replied, I’ll explain the last session that was really good. We 

started off with ten puppies, Judy introduced them to the song before the 

session so most of them knew it by the time they came to me. We sang it at 

the beginning of the session and then talked about the words of the song 

and how every time we took a puppy away we were left with a new number 
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of puppies. Then I got ten of them to stand up. I asked the others to close 

their eyes and I chose some children to sit down. Then I got them to guess 

how many children sat down by counting on, you know, counting the ones 

that were still standing and then counting on to ten with their fingers. I 

modelled it with them a few times, and got different kids up, and then they 

got it, it was great. Then I had little sets for them and they went away with 

a partner and worked out how many objects were taken away. When they 

came back to the mat we had a chat and a few of them shared what they’d 

done and then we sang the song again. It was really good. 

 

When asked how the information that they had gathered about the 

children was used in this session Judy replied, Well we know they can all 

count to ten and they know the song so that was really our starting point 

(turns to Shelly) wasn’t it? 

 

Shelly further explained, And we tried to pair the children together 

with one who could write and one who wasn’t quite there yet. 

 

Jane added to the conversation, That was all information that I 

shared; the information from the parents (turns to Shelly) wasn’t it? 

 

Shelly replied, Yes, that’s right.  

 

As the meeting progressed the team members were reminded 

about the discussion that took place in the previous team meeting and 

their decision to meet independently and talk more about the similarities 

across and between the different settings. Judy explained, Um we sort of 

forgot about that I think. 

 

Shelly continued, I think we just ran out of time. It was so hard to 

find a time when everyone was available so we decided to just go with the 

flow really. 
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Judy further explained, And we got the same sorts of information 

from the parent’s notes so there wasn’t really any reason to meet anymore 

anyway. 

 

This conversation provided some insight into how the relationship 

emerged at Site 2. In the previous team meeting it was suggested that the 

team might make some time to share their ideas. However, through this 

discussion it appeared that information was only shared one way – from 

home to the preschool/school. This was something that I wanted to 

examine further, so the team was asked to explain how information about 

the plan was shared with families, and whether families were involved in 

formulating the approach.  

 

Judy was the first to reply, When I created the profiles I told the 

families that we would be using the information to plan the transition 

sessions, they gave us permission to do this so they were all really happy 

with it. We also put a letter out to tell them the time of each session. 

 

Shelly added, And Jane shared information about the sessions with 

them too. Jane nodded in agreement. When probed a little further Jane 

explained, I just sort of told everyone what time the session would be and 

where they needed to go, and what the kids needed to bring, that’s all. 

 

The team was then asked if families provided any other input into 

the plan. Shelly replied; They just shared information with Judy when she 

did the statements. 

 

When asked what sort of information was shared Judy explained, 

Well I had their notes so I just sort of clarified things with them, you 

know…what did you mean by that? Can you explain this a bit more? That 

sort of thing. 



 
 

152 | P a g e  
 

 

The team was then asked to explain what sort of information was 

shared in the parents’ notes. Judy explained, Well, just what maths they do 

at home really. That’s all. 

 

When asked if she could explain what that mathematics was she 

continued, Um just the usual things, you know like counting, watching TV, 

doing homework with their older siblings, looking at prices when they’re 

shopping, that sort of thing. 

 

Shelly added, We gathered some really valuable information 

actually. It was good to learn about what sorts of things they are doing at 

home. 

 

This was an interesting discussion that suggested that the 

information that was gathered from parental notes was general rather 

than explicitly focused on individual children’s mathematical 

understandings. It was something that I wanted to explore further. The 

teachers were prompted further and asked what sort of information about 

individual children’s mathematical learning they discovered. Judy 

answered, Well when I looked at a note I had the checklist open so I could 

sort of just transfer information, you know we were looking for things like 

what number they could count to, measurement that sort of thing. 

 

Shelly continued, But we also got some other information like what 

sort of things the kids do at home that is mathematics. I remember one of 

them, um Lucy (pseudonym) I think, she goes to watch her brother play 

footy and is starting to become really interested in adding because she 

adds the scores. That’s really useful information. We got a lot of that sort of 

thing. 
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Judy added, Yeah, yeah and what about Joseph (pseudonym)? His 

dad’s a builder so he’s always talking about measuring and stuff. 

 

The team was then asked how this sort of information was used in 

the profiles and in the plan that had been formulated. There was a long 

pause before Judy explained; Um it wasn’t really. We sort of had the check 

list and then the notes were just sort of stapled to the profile. 

 

Shelly added, But some information was used in the checklist and I 

will definitely be using all of this information next year, you know the 

profiles, the notes and the checklist, I’ll use it all. 

 

The team was asked if there were any families who did not provide 

the information that was needed for the checklist. Judy explained, Oh no, 

Jane knew what we were looking for so they all provided the right 

information. It was great actually it confirmed what we had seen them do 

or filled in the gaps. 

  

Shelly continued, But all of the extra information that they provided 

was really good too. I will use all of the information that they provided next 

year. 

 

As the meeting drew to a close the team members were asked 

whether any of their observations or thinking was shared with families. 

Judy explained; Some of them were when I was putting together the 

transition statements. But they were only my assessments really not really 

what we were doing together here. 

 

The meeting ended with a brief discussion about the organisation 

for the meeting that was scheduled for the following year. 
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4.7.3 Analysis of field notes and email data meeting 2 

In the following section, data and analysis from the researcher field 

notes and email interactions generated by Site 1 and 2 are presented, and 

preliminary analysis is recorded. The preliminary notes that are 

represented in each of the tables, once again provide insight into 

researcher thinking as data were reduced to relevant text. Although 

transcribed video data were not analysed during this time, research team 

meetings influenced researcher field notes. This is reflected by what has 

been noticed in this process. 
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Table 14 Site 1 - Example of Reducing Relevant Text Team Meeting 3 Field Notes 

 

 

Site 1 – Researcher Field Notes Site 1 – Relevant Text Site 1 - Preliminary Notes 

12/12/2015 In today’s meeting there was a 
different dynamic. Valerie and Jenny seemed to be a united 
team. They bounced ideas off each other and even seemed to 
be finishing each other’s sentences or building on what each 
other was saying. Even their body language was different. 
They sat close to one another and seemed to be talking as a 
team.   

They used the transition sessions as their way to 
support the mathematics learning of children and focused on 
continuity of the physical environment. There wasn’t a great 
deal of detail about mathematics learning offered other than 
the focus for support was on number and what sat around 
the mathematics.  

The teachers offered a little bit of information 
about how they worked with families. This appeared to 
centre on daily conversations. 

When I asked for a copy of their plan both teachers 
looked at one another and paused. Then Valerie said that it 
was only their notes and their conversations that they were 
working on and that no written plan had been documented. 
This was interesting because I thought that the teachers 
would naturally document this information. I wonder if I am 
creating workload by asking for this?  

Valerie and Jenny seemed to be a united team. 
 
They bounced ideas off each other and even 
 seemed to be finishing each other’s sentences or 
 building on what each other was saying 
 
 
Focused on continuity of the physical environment. 
 
There wasn’t a great deal of detail about 
 mathematics learning offered during the meeting 
 other than the focus for support was on number 
 and what sat around the mathematics. 
 
[work with families] appeared to centre on daily 
 conversations 
 
 
 
It was only their notes and their conversations that 
 they were working on and no written plan had 
 been documented. 
 

Is this the aim of working together?  
 
Familiarity? Comfortable?  
 
 
 
 
Did this take away from the mathematics? 
 
Lack of understanding? Choice? Is number easier to 
 notice?  
 
 
 
Is this a suitable way of working in partnership? Is 
 this partnership? Is this how work between families 
 and teachers is naturally conducted? What can be 
 learned from this? Are there issues with this? 
Is this a more conducive way to work during the 
 transition to school? Does documenting create 
 workload? Trust – professional expertise to 
 implement without written formalization?  

12/12/2015 Today it was evident that the team 
had started from where the children were coming from and 
shaped an environment that was going to support them. 
Valerie communicated that she would also do this next year 
so that the children were comfortable to continue their 
learning.  

It was evident that the team had started from 
 where the children were coming from and shaped 
 an environment that was going to support them 

Bottom up approach?  

14/12/2015 Today Jenny invited me to the PTS 
setting for a Christmas get together. She said that her and 
Valerie thought that it might be nice to celebrate the end of 
the year together. She told me that they were planning to go 
out for lunch over the holidays and that I should come. 

They were planning to go out for lunch over the 
 holidays 

Friendship? Beyond the professional relationship 
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Table 15 Site 1 - Example of Reducing Relevant Text Team Meeting 3 Email Data 

 

Site 1 – Email Data Site 1 – Relevant Text Site 1 - Preliminary Notes 

17/12/2015 Hi Wendy I just wanted to say thanks 
for the year. I have really enjoyed being a part of your 
project and feel like I’ve made a good friend in Valerie. It 
was really beneficial for me to work with someone. I hope 
you have a good break and a merry Christmas.  

(PTS Teacher) I feel like I’ve made a good friend 
 

Friendship? Beyond the professional relationship 
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Table 16 Site 2 - Example of Reducing Relevant Text Team Meeting 3 Field Notes 

 

Site 2 – Researcher Field Notes Site 2 – Relevant Text Site 2 - Preliminary Notes 

18/12/2012 Today’s meeting was good and I feel 
that I got a really good understanding of what this team did. I 
think that the PTS teacher drove what happened at this site. 
She just seemed to have all of the answers to every question 
asked and the others appeared to look at her for answers or 
clarification. 

She also appears to be the person who developed 
the tools for their planning. The others seemed to be happy 
with this so I’m not sure whether it was a problem.  

Although the team felt closer today I can’t help but 
thinking that it is just 3 people doing their own thing and 
then trying to fit it all together at the end.  

The PTS teacher drove what happened at this site 
 
 
The others appeared to look at [the PTS teacher] for 
 answers or clarification 
[PTS teacher] the person who developed the tools 
 for their planning 
 
 
Just 3 people doing their own thing and then trying 
 to fit it all together at the end. 

Control of workload?  
 
 
 
Hierarchy?  
Power? Control? 

 
 

Not really a team/partnership? Is this okay? Does the 
same work get done if people work independently and the 
 come together? Is this partnership? Relationship?  

18/12/2012 Throughout the meeting the FYS 
teacher appeared to be filling in the gaps for the PTS teacher. 
This was interesting to observe because I couldn’t work out 
whether she was supporting her or if she just wanted to 
make sure that I knew that the team had done their job. 

Throughout the meeting the FYS teacher appeared 
 to be filling in the gaps for the PTS teacher. 

Support?  

21/12/2012 Today Shelly telephoned me to say 
thank you for the year. She told me that she had enjoyed the 
experience but that she was also looking forward to working 
on her own again. She explained that sometimes working 
with others can be stressful. This was an interesting 
comment.  

(The FYS teacher) explained that sometimes 
 working with others can be stressful 

Insight into the relationship?  
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Table 17 Site 2 - Example of Reducing Relevant Text Team Meeting 3 Email Data 

 

Site 2 – Email Data Site 2 – Relevant Text Site 2 - Preliminary Notes 

23/12/2015 Hi Wendy, I have my diary for you. Let 
me know how you want to collect it. Also, thank you for the 
opportunity to work closely with the school. It was good.  

 
(PTS teacher] thank you for the opportunity to work  
closely with the school 

 
Is this opportunity not usually afforded?  
Interesting that she spoke of the school and not  
of Shelly?  
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4.7.4   Refinement/ Guiding Questions 

Data collected around research team meeting three were still 

reduced to relevant text however, at this stage of the project they were 

not used to formulate the guiding questions for the final team meeting. 

These questions were predetermined, and were designed to gauge insight 

into the lived-experience of working together to support the mathematical 

learning of children. The purpose of formulating the questions this way was 

deliberate in that I wanted an opportunity to explore how the team 

members perceived the relationships in which they were involved, 

including how and if these relationships were perceived by participants to 

support the mathematics learning of children. In the following the 

information that was generated between research team meetings three 

and four are presented. 

 

Site 1 

Data collected at both sites during team meeting three indicated 

the working aspect of the relationship. Both research teams 

communicated the various activities that they were engaged in, 

including their progress toward meeting the design brief. At Site 1 the 

two teachers appeared to present as a team; the consistent use of “we” 

throughout the discussion indicated that both teachers were working 

together. It also became evident that although families did not formally 

work with teachers to prepare the plan that was developed to support 

mathematics learning, they were nonetheless vital contributors toward 

its development. Once again this was demonstrated in the teachers’ 

consistent use of term “we” to discuss the work that they had engaged 

in with families.  

 

During team meeting three there was still not a lot of 

information offered about the mathematics that was being supported. 

Both teachers communicated that their focus was on number but little 

insight was offered in relation to what they had discovered about the 
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mathematical understandings of the children and how this was built 

upon. It was evident that the teachers had started with what they had 

discovered about the children and their learning, but this discovery still 

remained illusive. When asked if they could forward the plan that they 

had created they suggested that there was no documentation to offer.  

 

During this third meeting it became evident that the teachers at 

Site 1 had developed a relationship that extended beyond the project. 

They communicated their plans to meet for lunch during their Christmas 

break, and throughout the project emailed one another directly. The 

PTS teacher’s suggestion that she feels as though she has made a good 

friend in the FYS teacher was indicative of this notion. 

 

Site 2 

At Site 2 the dynamic between each of the team members was 

different to Site 1. There appeared to be a hierarchical structure to the 

relationship at this site with the PTS teacher taking on the leadership role. 

Throughout the implementation of the intervention the PTS teacher had 

communicated a variety of external pressures that were impacting on her 

participation in the project. Therefore it was difficult to determine whether 

it was these external pressures that facilitated this hierarchy or whether it 

was simply a result of the mix of personalities.  

 

During the third team meeting the FYS teacher appeared to be 

supporting the PTS teacher to answer the questions that were posed. 

However, she also provided some insight into her experience of working 

within the team when she suggested that sometimes working with others 

could be stressful. The PTS also provided some insight into her experience 

when she communicated that she enjoyed working closely with the school. 

The involvement of the parent who was an active participant in the team at 

Site 2 appeared to be passive and comprised of taking direction from the 

teachers within the team. At this stage of the project I wondered whether 
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the relationship that emerged at this site was conducive to supporting the 

mathematics learning of children and also whether it was reflective of the 

reality of people in everyday situations.  

 

In relation to mathematics it appeared that the team at Site 2 had 

some definitive ideas about the mathematics that young children “should 

know”, the checklist that was created at this site was an example of this 

thinking (Appendix 7). The individual profile that was created on each child 

was also indicative of this notion (Appendix 8).  

 

In Table 18 the guiding questions for the final research team are 

presented. These guiding questions were predetermined and were 

formulated to generate some reflection about the experience of working 

together and also the effectiveness of the plan that each of the teams had 

devised to support the mathematical understandings of children. 

 

 Table 18 -Guiding Questions Final Research Team Meeting

Guiding Questions Site 1 and Site 2 

How have the children settled into their new environment? 

How would you explain to your colleagues how to work together with each other 

and families to support the mathematics learning of children? 

What was the overall aim of the plan and do you think that you achieved your 

goal? 

Can you explain the benefits and disadvantages of working this way? 
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4.8   Meeting Four  

4.8.1 Meeting Four – Site 1 

The fourth and final team meeting took place after the children 

had made the transition to primary school. It was held in the primary 

school setting during week 4 of the school year. It is worthwhile noting 

that this was not the first time that the two teachers had spoken to each 

other since the children had made the move to school. Both teachers 

maintained email contact over the holiday period and also during these 

first weeks of school. They also met twice during the school holidays 

socially. The meeting commenced by asking Valerie how the children 

were settling into the new environment, they’ve done really well even 

with the new kids coming into the group, and with the others leaving, 

they’re just so settled. 

 

Change to the group was something that I had not thought 

about nor was it something that was discussed in previous team 

meetings, the teachers were asked to clarify. Valerie explained; We only 

had about ten come over from Jenny’s place and eight from other 

places.  

 

Jenny continued, there was supposed to be fourteen but one 

family moved house and the other three went to the Catholic school.  

 

When asked whether she had met the new children before the 

school year commenced Valerie answered, Oh yes, they all came to the 

transition sessions. 

 

During this conversation I began to wonder whether the 

intervention had in fact disadvantaged the children who did not attend 

Jenny’s preschool. To gain some understanding about this, the primary 

school educator was asked her thoughts. She explained, I suppose that 

they were disadvantaged in some ways; you know I don’t really have the 



 
 

163 | P a g e  
 

same relationship with them yet. But then again, in some ways it’s sort 

of given them an advantage that they wouldn’t have had, because I 

know the other kids so well, and I have a lot of information about them, 

and so I can really target the ones that I don’t know well. So, maybe not, 

no I don’t think so, I don’t think it has. 

 

She was then asked whether targeting the new group has 

stopped her from concentrating on supporting and focusing on the 

other group, No, not at all. It just means that when I plan something for 

the kids that were at Jenny’s, I work closely with the kids that weren’t. 

You know, I make sure that they’re okay with what I’ve planned cause I 

already know that the other kids are okay with it. I know what they can 

do. 

 

Valerie was then asked whether she felt that she now had the 

same understandings of the new children’s mathematical knowledge. 

She smiled; I’m getting there. 

 

As the conversation progressed the teachers were asked to 

imagine that they were explaining to their colleagues how to work 

together with each other and families to support the mathematics 

learning of children. After a brief silence Jenny answered, You can’t see 

parents as problems. You have to really believe they’ve got something to 

offer. And it’s the same with the primary school. You have to believe that 

you’ve got something to offer them, and that you can learn something 

too. You have to be willing to make the effort to get the rewards. 

 

Valerie agreed, That’s right, and you need to be the one to make 

an effort. There’s no use waiting in your classroom for things to happen. 

You have to be out there talking to one another, and spending time 

together whenever you get the chance. 
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These comments provided some insight into how the teachers 

perceived their work with one another and also their work with families. 

It suggested that it involved an engagement with families rather than a 

focus on engaging families, and also an active engagement with one 

another.  

 

The teachers were then asked to explain what the overall aim for 

their plan was, and whether they thought that they had achieved their 

goal. Both teachers looked at each other and smiled. Valerie replied, 

Well we wanted them to be comfortable and familiar and then we 

wanted to be able to use what they know to introduce new learning and 

the curriculum. When asked whether they thought that they had 

achieved this goal Valerie nodded her head, Yes, yes I do. Jenny agreed. 

 

As the meeting came to a close the teachers were asked to 

explain what they perceived as the benefits and disadvantages of 

working together and with parents to support mathematics learning. 

Jenny responded; It was really good. It was like we had something really 

relevant and interesting to talk about, something common I suppose. I 

guess if I’m talking about the negatives I suppose for me it showed me 

what working in a primary school is like and now I’m sort of thinking, 

hey why am I working here? I want to work over there! 

 

Valerie interrupted, Oh no, no, no! You don’t want to come over 

to the dark side, trust me! Both teachers laughed before Valerie 

continued, Nah seriously I sort of feel the same way. I loved teaching 

with you in the preschool. It was just so good, you know child initiated, 

flexible; we never get that here, we can’t do it. It’s hard so I think you’re 

the lucky one actually. 

 

Valerie was again prompted to explain what she had perceived 

as the benefits and disadvantages to working together and with families 
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to support mathematics learning, Getting to know the kids and families 

before they started was the highlight for me, and working with you 

(motions towards Jenny), it was great. This year I feel like I hit the 

ground running. I think that in the past we’ve gone over a lot of things 

that we didn’t need to cover and spent too much time trying to assess 

what they know. This year I didn’t need to do that, it was really good. 

 

When asked about the disadvantages she explained, I think the 

worst thing for me is that I want to do it again this year but there isn’t 

the same support so I don’t think I’ll be able to. It’d be nice to refine it 

you know, to refine what we did. Like planning, we (turns to Jenny) 

spoke about planning the last term of the preschool year and the first 

term of the school year together. That would be so good.  

 

When asked whether she had spoken to the principal about this 

idea she replied, Nah, not yet but I will later on. We’ll just have to wait 

and see what happens.  

 

Jenny interrupted; Maybe we can plan an ambush. Yes we will. 

We’ll do that third term. Both teachers laughed.  

 

4.8.2 Meeting 4 – Site 2 

The final team meeting took place during week three of the new 

school year in the primary school setting. The primary school teacher was 

the only team member present at this meeting. This was due to the non-

availability of the PTS teacher and the inability to make contact with Jane 

(the parent involved in the study). When an interview time was followed 

up with the PTS teacher at a later date it was communicated that she was 

too busy to meet but that she would answer some questions via email. All 

attempts to make contact with Jane were unsuccessful.  
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To begin the discussion at the final team meeting Shelly was asked 

how the children had settled into the school. She explained, Really well. I 

think they were so comfortable with me that it hasn’t been a big deal at all 

really. We’ve had no problems whatsoever.  

 

She was then asked if she thought that her participation in the 

project helped this transition. She suggested, Well yes, I do. I mean I didn’t 

even have to learn their names, I knew them, and they knew me. We just 

got straight into the learning and I already had that starting point, I already 

knew them and what they could and couldn’t do. There was no time 

wasting, we just got straight into it. It’s been great, really worthwhile. 

 

When asked if she thought that the mathematical 

understandings of children had been supported she explained, These 

children are so clever. I cannot believe what they already know. Some of 

them are already meeting some of the Foundation level learning 

outcomes. They’re just so switched on. So I think I’ve been able to 

support them by just having that starting point, you know, by planning 

for the individuals and not just generically. 

 

The educator was then asked what she would say to her 

colleagues if she needed to explain how to work together to support the 

mathematics learning of children. Um…I would probably tell them that 

they’d have to have a lot of patience (laughs). It was hard work, I found I 

just had to nod my head and smile.  

 

When asked if she could provide some further information she 

suggested, I don’t know, it was just hard sometimes. You know some of 

our ideas were a bit different sometimes so it was kind of hard to sort of 

find that compromise. I enjoyed it but sometimes it just took a lot of 

effort that's all. She was just so driven and she sort of knew what she 

already wanted to do so I didn’t really have much input that’s all. 
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When prompted a little further she explained, Well she just went 

off and created the profiles and that was good don’t get me wrong but I 

was just sort of told ‘give me your observations’ and then I was given 

them and then that was it. I mean we planned the sessions together and 

we agreed on the checklist but you know we didn’t really talk about 

developing the profiles or the transition statements. They were just sort 

of done (Laughs). You just had to nod and smile, nod and smile. 

 

When asked if there were any examples of other challenges she 

explained, Well, yes there are a lot of examples really (laughs). I guess 

we just had a different way of working. We’re just different that’s all. 

Um an example…. I suppose an example was how she sort of bossed the 

parents around. That was a challenge for me. I don’t really like telling 

people what to do (laughs) and I didn’t think that we should have been 

doing that anyway. We were supposed to work together. 

 

When asked if there were other examples she explained, Well, 

our practice was just different too. So, you know, when she talked to the 

kids she would say things like ‘Mum will love that’ or ‘wow that looks 

great’. I just thought that seeing we were looking at maths she could 

have said things like ‘I wonder how long that is?’ or ‘where are the 

corners?’ that sort of thing. That’s just my opinion anyway. 

 

Shelly was asked if she had spoken about these observations 

with Judy or Jane. She explained, Nah, but I did try to model it when I 

was there (laughs).” When asked why she did not share her 

observations she further explained, I just didn’t want to rock the boat, 

you know, everyone has their own way of doing things. I mean who am I 

to tell her what to do? 
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These were interesting revelations from the first-year-of-school-

teacher, particularly in relation to the power dynamics that emerged 

within the research team. It suggested that whilst the teachers worked 

closely with one another to achieve a desired outcome, that issues of 

power and ownership of the process still emerged.  

 

As the discussion progressed Shelly was asked what she might 

communicate to her colleagues about working together to support the 

learning of children, Um...I would tell them to stick with it, that it’s hard 

but to stick with it because it really is worthwhile.  

 

When asked to clarify what she meant by worthwhile, she 

explained, Don’t get me wrong I enjoyed working with Judy and Jane. 

That was really great, just learning about what they do at the kinder and 

getting to know Jane. It was really interesting. I loved it. But getting to 

know the kids before they came this year, that was the best thing for 

me. That’s what made it all worthwhile. 

 

Shelly was asked to talk about her work with families. She 

described it as great to get to know them. She went on to explain that 

she would have liked more time to just talk.   

 

When asked whether she had the opportunity to talk to families 

during her time at the preschool she explained, Um…yes I did, but not 

much, it was sort of just a quick hello or a chat about the weather, that 

sort of thing. But that was good, don’t get me wrong, it sort of built 

rapport. You know… we’re comfortable with each other now and what is 

it week three, week four? So that’s pretty amazing really when you think 

about it, sometimes it takes the entire first term. 

 

She was then asked if families could be best described as part of 

the team or contributors to the team. She explained, I don’t know really. 
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I mean they weren’t really part of the core team. Although Jane was, so I 

suppose it depends on which families you’re talking about. Most of them 

just sort of provided information so I suppose they were contributors. 

 

When asked if she thought that working with families this way 

was effective Shelly answered, Yes, definitely. It was good to get their 

thoughts. They provided some really useful information so I think it was 

a highly effective way of working with families, and Jane was great, she 

really encouraged everyone to contribute. 

 

When questioned further about Jane’s role within the project 

Shelly explained, Well she was sort of like the middle person. She took 

the pressure off. You know, so instead of having to explain what parents 

needed to do over and over again, we just explained it once to her and 

then she explained it to the others, it was great actually, really helpful. 

 

To gain a better understanding of the mathematical 

understandings that were focused on as children made the transition 

from preschool to primary school, Shelly was asked to talk about some 

of the ways that she has drawn on what she discovered about the 

children to support their learning. She explained, Well, funny enough, 

I’ve found the profiles that Judy put together really helpful (laughs). 

They’ve sort of been the starting point in my planning. 

 

When asked if she could provide an example of how she has 

drawn on the profiles she explained, Well, these kids haven’t had to 

start all over again because I knew what they could do before they got 

here. I’ve used the profiles to understand them and their learning and 

now they’re already learning. I’m not wasting time trying to gather all 

that information. 
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When asked to explain what the overall aim for the team’s plan 

was, and whether she thought that they had achieved their goal Shelly 

laughed, Well, that’s an interesting question isn’t it? (Pauses) I’m not 

sure that we had an overall aim. We were just sort of focusing the 

transition sessions on maths. I guess we were using them to support 

their learning but I don’t know really. I think the profiles and the time in 

the kinder was really how they were supported so I don’t know if the 

sessions really did anything. 

 

When asked for further clarification she continued, Well, I had a 

good understanding of what they could do this year and that supported 

them but I’m not sure if that is a result of the transition sessions. No, it 

probably isn’t actually. I think it was my own observations and the 

checklists and profiles that supported them. It was sort of like I had done 

the beginning of the term work before the term began if that makes 

sense? I’d already assessed them. I knew what they could and couldn’t 

do. 

 

As the meeting came to a close Shelly was asked to explain what 

she perceived as the benefits and disadvantages of the teachers working 

together and with parents to support mathematics learning. She 

suggested that, There are a lot of benefits. I mean just getting to know 

the kids and learning about what they do at the kinder was amazing. 

Um… I think giving the parents an opportunity to contribute was really 

good too. It makes them feel important, you know, valued. 

 

When explaining the disadvantages she suggested that, It’s just 

hard work. It’s good but it’s another thing to do and it’s hard to be 

motivated. Especially when you’re not sure if you’ll even be at the school 

(laughs). That was really hard. I just found it hard to be motivated until I 

actually knew that I would be at the school teaching prep, then I was like 

go, go, go. I couldn’t get enough information (laughs). 
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When asked if she would consider working this way in the future 

she answered, Yeah I would, I mean I’d love to, but as you know we’ve 

got another kinder teacher now so I’m not sure that I can, I don’t know. 

She was then asked if she would consider approaching the new teacher. 

She laughed, Not yet, maybe later on in the year when I’m in that 

headspace. I’ll have to see how nice she is first! 

 

In the following section, the email data that was collected from 

Judy (as opposed to her participation in the final team meeting) is 

presented. The questions posed via email were slightly different given 

the nature of the interaction. Anderson and Shattuck (2012) suggest, 

“[o]ne of the challenges of DBR studies is that the iterative nature can 

exceed the resources or the time available to researchers.” (p. 30). Lack 

of time was definitely a factor in this study (both for researcher and 

participant). Therefore creative approaches to overcome this challenge 

were employed. In this instance, this involved an attempt to obtain 

similar information (that might have otherwise been obtained in person) 

via email.  

 

4.8.3 Email Data Meeting 4 – Site 2 

 

Have you heard how the children have settled into their new 

environment? 

 

No I have not heard. I plan on visiting the school in term 2 to see 

how all the children are going and will ask then. I know that the school 

were receptive and grateful for having the transition statements and 

profiles, and did comment on my verbal information being 

useful. Shelly said she would be re-reading them all and making notes on 

each child, including maths abilities, so that must mean she was 

receptive to using the information. If it was all used then I think the 
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children would be doing well. Shelly is well informed of each child and 

has some good documentation about the numeracy skills. I have 

attached a transition statement that I have made up so you can see 

what I am talking about (Appendix 9). I used this as a template then 

added more personal bits. If all this information was used this term the 

children should have had a pretty good start. 

 

How would you explain to your colleagues how to work 

together with each other and families to support the mathematics 

learning of children? 

 

I think that if I was explaining to colleagues how to work with the 

primary school and families I would suggest they open themselves up to 

learning and seeing new things. I was in awe of all the documentation 

and expectations of the children compared to preschool. It may have 

been Shelly being particular and using checklists to monitor the 

children’s learning through the year, but she had a big folder of different 

assessments she uses with the children that she shared with me. In my 

case, I document many group observations and analyse the learning as a 

group, mainly their social skills. I do document individual but more as 

photo observations and short anecdotal notes on how they learn, rather 

than what they learn. I do feel I need to do more individual 

documentation and have made myself a goal to do it this year. Last year 

was all about surviving!!! From visiting the school, developing transition 

statements and speaking to other preschool staff I feel if I focused a little 

more on individual learning and documented it the school would have 

more to work with. I tried to do this in the profiles and I think it worked. 

If I was explaining how to do this work to colleagues I would suggest to 

have more written evidence to share with the families and 

schoolteachers, and to be prepared and open to learn something new.  
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What was the overall aim of the plan and do you think that you 

achieved your goal?  

 

The aim of the plan was for the school to get to know the 

children and their maths ability. I spoke to some parents and they were 

happy to see this project happening and felt that the school would be 

more prepared for the children if the teachers shared the knowledge. 

They were happy to know that the school wanted to know about their 

child, they felt the school would be prepared for each of their children if 

they found this information out. They also liked the prep teacher coming 

and saying hello as this familiarised them and the children with the 

school. Looking back I think we achieved the goal that we set out to 

achieve which was sharing knowledge about the children. But I do think 

there are things that could be improved. After speaking to Shelly and 

taking note of some the checklists I feel it would be valuable for me to 

know exactly what type of maths the children learn in prep and I could 

use this information to be part of my program, in an informal way. I 

would not want to give structured maths lessons but rather use maths 

terminology or concepts in discussions and record children’s knowledge. 

I think it would help with sharing information. I could have a checklist 

that I knew would be meaningful to the schoolteachers. I think mine was 

but it would just be good to know a bit more so that I could be sure of 

this. 

 

Can you explain the benefits and disadvantages of working this 

way? 

I have learnt a lot from this experience about my own teaching. I 

feel that before I worked this way I did not dedicate much focus on 

numeracy in my program. But I didn’t realise that it was not a big focus 

until I worked this way with the school and the parents. This work made 

me really think about numeracy in my program so I think that this was a 

benefit. Throughout our time working together Shelly had some time to 
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show me her resources and checklists she uses to document the 

children’s learning, and we discussed the VELS, Nelson’s numeracy 

assessments and online interview. I had not heard of any of them except 

briefly at the networking meetings. It was good to be exposed to these 

different types of things that schools use because then you understand 

what they are talking about. With regard to disadvantages I think that I 

found it hard to squeeze something extra into what I already do. 

Sometimes I found it difficult to focus on numeracy because it wasn’t 

really natural for me. I usually focus on how they learn, not on what they 

learn so it took extra time for me to be able to think this way. This was 

beneficial in the long-term but the extra time needed to do it put you 

under a bit of pressure. For me, the extra pressure was a disadvantage 

because then it all becomes hard to manage and you sort of rush things 

at the last minute. I am proud of what I achieved though and I think I 

ended up providing Shelly with some good information so I suppose the 

benefits outweigh the disadvantages. I certainly learnt a lot!  

 

Is there anything that you would like to add? 

 

I think that this is a good way to support the numeracy of 

children. When school teachers are provided with time to see what we 

do in the kinder they are more aware of what children can do before 

they start school. I also got to see what the children do in the primary 

school when I visited so this helped me think about what I do with them 

in the kinder before they get there. It also helped me to write the 

transition statements and gave me the idea for the profile because I 

started to think about what information the school would use this year. 

This all can only be positive for children.    
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4.8.4 Researcher Field Notes  

The purpose of the first level of data analysis was to formulate 

the guiding questions. As the fourth team meeting marked the end of 

the intervention analysis to formulate guiding questions was not 

necessary. Researcher field notes that were collected from and about 

Site 1 and Site 2 during this time are presented in Tables 17 and 18.  
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Table 19 – Site 1 Researcher Field Notes  

 

 

 

 

 

 

Site 1 – Researcher Field Notes Site 1 – Relevant Text Site 1 - Preliminary Notes 

11/02/2013 I telephoned Valerie today to organise 
a time to meet. She told me that she would be seeing Jenny 
this week and would organise a time with her. 

She would be seeing Jenny this week  Maintained contact beyond the project?  

22/02/2013 Valerie telephoned today and told me 
that her and Jenny could meet on Monday. She told me that 
they had lots to share with me and said that her and Jenny 
talked for an hour about the project when they met during 
the week. She said that it was good to just reflect together.  

 
(She) said that her and (PTS teacher) talked for an 

hour about the project when they met during the week. She 
said that it was good to just reflect together. 

Prepared for meeting independently – united? 
Team?  

Time for reflection – is this something that is 
usually afforded?  

 

25/02/2013 Today’s meeting was great both 
Valerie and Jenny were laughing and joking, and seemed 
really relaxed in each other’s company. I feel as though they 
have become friends through this process. I was taken back 
by the change to the group of children, as the research design 
did not account for additional children. Valerie suggested 
that this did not pose a problem, as she was able to focus on 
them because she already knew the other children so well. 
Both Jenny and Valerie suggested that they learned from the 
parents, from the children and from each other, and they 
both agreed that the children’s mathematical understandings 
had been supported. 

 

Valerie and Jenny were laughing and joking, and 
seemed really relaxed in each other’s company. I feel as 
though they have become friends through this process. 

The research design did not account for additional 
children. 

Valerie suggested that this did not pose a problem 
as she was able to focus on (new children) because she 
already knew the other children so well. 

 
(PTS and FYS teacher both) suggested that they 

learned from the parents, from the children and from each 
other 

Beyond the work – friendship?  
 
 
Do current practices account for these children? 
Could be irrelevant or even facilitate the work? 
 
 
 
Triad of reciprocity? It would have been useful to 

speak to the parents too.  
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Table 20 – Site 2 Research Field Notes 

 

Site 2 – Researcher Field Notes Site 2 – Relevant Text Site 2 - Preliminary Notes 

11/02/2013 Today I telephoned Shelly to organise a 
time to meet. She suggested that we come to her school next 
Tuesday. I told her that I would telephone Judy and call her 
back. She told me that she has had a great start to the new 
year. 

FYS teacher told me that she has had a great start 
to the new year. 

 Positive? Children settled? 

11/02/2013 When I telephoned Judy she advised 
that she was too busy to meet on Tuesday. I asked whether 
she could suggest another time she told me that she was just 
too busy at the moment and really couldn’t give a date that 
would be suitable. I asked if we could talk via phone and 
suggested that I could organise a teleconference. She told me 
that she is flat out and would prefer not to meet this term. 
She explained that she is working in a new context and is 
attempting to navigate this context and get to know her new 
colleagues, children and families. She suggested that I could 
email what I wanted to know to her and she would reply 
during the evening or on the weekend. When I suggested that 
I could call during the evening or on the weekend she 
explained that she did not think that was fair to Jane or 
Shelly. She suggested that email was a much better idea. She 
was quite forceful in this communication toward the end and 
I sensed that she might be getting annoyed. I told her that 
email was fine.  

 
 
 
 
 
She told me that she is flat out and would prefer 

not to meet this term. 
PTS teacher is working in a new context and is 

attempting to navigate this context and get to know her new 
colleagues, children and families. 

 
 
Explained that she did not think it was fair to Jane 

or Shelly 
 
 
 
 

 
 
 
 
 
Under pressure? Timing – too early to meet? A flaw 

of the research design? 
Stress caused by change of location –systemic 

issue? 
 
 
 
 
Loyalty? Affection/Attachment? Excuse?  

11/02/2013 I telephoned Shelly back to explain that 
Judy was unable to meet. I asked if she was prepared to meet 
just with me. We agreed to meet on Tuesday as first 
arranged. I explained that I was still trying to get into contact 
with Jane and that she might come also. Shelly told me that 
Jane did not enrol her son in the primary school and that she 
thinks that they moved. I have emailed again. 

 
 
 
 
Shelly told me that Jane did not enrol her son in the 

primary school and that she thinks that they moved. 

 
 
 
 
Transient families might impact on this work – 

timing of work might be important e.g. after enrolment has 
been determined?  

14/02/2013 I still haven’t heard from Jane. I PTS teacher did not reply. Busy – focus elsewhere 
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emailed again today. I also emailed Judy the questions and 
asked her if she had a contact number for Jane. She did not 
reply. 

16/02/2013 Today I received Judy’s answers for the 
final research team meeting. She has shared some good 
information but it would be good to have the opportunity to 
ask some more questions. She has not had any contact with 
Shelly or Jane since last year but plans on visiting the school 
in the coming weeks 

(FYS teacher) has not had any contact with (FYS 
teacher) or (Parent) since last year. 

 
 
Plans on vising the school in the coming weeks 

No reason to maintain contact?  
 
 
 
Interested to learn how children are fairing?  

19/02/2013 Today’s meeting was interesting. 
Shelly was the only one who could attend and getting 
interviewed alone seemed to free her up. She was relaxed 
and talked openly about her experiences. She said that the 
children have settled well and are learning already. I got a 
sense that she really felt that she knew them well. She told 
me that she had not heard from Judy since last year. She also 
said that she had not heard from Jane either. The meeting 
went well and I feel that she opened up more than she would 
have if the other team members were present. 

Getting interviewed alone seemed to free her up. 
She was relaxed and talked openly about her experiences. 

 
(FYS teacher) said that the children have settled 

well and are learning already. I got a sense that she really felt 
that she knew them well. 

(FYS teacher) told me that she had not heard from 
Judy since last year. She had not heard from Jane either. 

(FYS teacher) opened up more than she would have 
if the other team members were present. 

Opportunity to debrief away from the team?  
 
 
Adult perception  
 
 
Relationship has run its course? Is there a start and 

end? Is this important to think about? 
Did the team meeting silence voice?  
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Site 1 

The teachers at Site 1 appeared to have forged a relationship that 

extended beyond their participation in the research. They maintained 

contact with one another after the children had made the move to school 

and had also met socially during the school holiday break. Their 

interactions during the final research team meeting were also indicative of 

this notion, particularly in their suggestions that they were making plans 

for future work together. Both educators highlighted their work with 

families and each other as a rewarding component of participation in the 

project and suggested that a shared focus was beneficial in supporting this 

work.  

Site 2 

It was difficult to coordinate a joint meeting for the last team 

meeting at Site 2 and this resulted in the teachers offering their thoughts 

independently – one via email, the other face-to-face. The parent at Site 2 

could not be contacted and did not respond to any correspondence by the 

researcher. This eliminated the opportunity to gauge insight into parental 

reflection at Site 2 but in some ways it also ensured that a similar analysis 

could be conducted across the two sites (examining only FYS and PTS 

teacher data).   

The two different ways in which the educators shared their 

thoughts might have restricted or facilitated the information obtained.  For 

example during the conversational interview I was able to probe further 

and discuss the information offered, whereas in the email correspondence 

the teacher was merely responding to the questions that were posed. 

Obtaining this information independently also appeared to change the 

information that was offered in that the FYS teacher appeared to be able 

to talk openly about her feelings and experiences about working with the 

PTS teacher and families. Whilst the PTS teacher was afforded the same 

opportunity the mode in which the information collected might have 

restricted this process.  
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4.9       Conclusion 

The purpose of this chapter was to outline the implementation of 

the intervention at the two different sites, including the ongoing analysis of 

research team meetings that took place. This was a preliminary analysis 

that was conducted alongside the intervention as it unfolded at the two 

different sites. The data that have been presented in this chapter are re-

examined in the following chapter alongside participant diaries. The 

purpose of the ongoing analysis that was presented in this chapter was to 

capture what was unfolding as it unfolded. The rationale for doing this was 

to offer some transparency in relation to researcher thinking, and to also 

provide a foundation for later analysis. This foundation provided insight 

into how the data were thought about in the early stages of the inquiry and 

as the intervention was being implemented, including how this thinking 

might have shaped the intervention in specific ways. In the following 

chapter the second level of data analysis is presented. This analysis is 

retrospective and was conducted after the intervention was implemented 

at the two different sites. It involves a re-examination of the data 

presented in this chapter, and also an examination of data collected via 

diaries.
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Chapter 5 – Retrospective Analysis (Part 1)  

Part 1 

PHASE THREE 

5.1 Orientation 

In this chapter the analysis that took place post intervention is 

presented. This included a further two levels of analysis. The first of these 

two involved a retrospective examination of the data presented in the 

previous chapter, including an analysis of the data collected through 

participant diaries and research team meetings (team meeting data has 

been presented for context but has not yet been analysed). The second 

level of analysis (presented in Chapter 6) involved drawing on the lens of 

the Cultural Interface to identify what emerged through the coming 

together of people. The analysis presented in this chapter lays the 

foundation for answering the first research question in the inquiry - What 

processes do adults engage in to establish and maintain relationships that 

focus on the mathematics learning of children as they make the transition 

to school?    

 

5.2 Introduction 

The transition to school is complex, and every individual involved in 

the undertaking, experiences some form of change. This change can result 

in individual vulnerability, and also a shared collective vulnerability, as 

people come together to support children to navigate their way between 

and across different contexts (Garpelin, 2014). Adults are a key influence in 

the lives of young children therefore, understanding adult interactions can 

provide insight into how they might or might not support children’s 

mathematical learning.   
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Adult relationships, like all human relationships, emerge through 

the processes that lie between people (Albon & Rosen, 2014). They evolve 

and come into existence through the minds of individuals, as they 

experience, observe, make sense of and participate in different 

interactions with one another. Relationships are individual as well as 

collective and different people experience the processes that lie between 

themselves and another in different ways. When adults come into contact 

with different people and contexts they are exposed to different social 

norms, values, beliefs and ideals. When adults come together to support 

the learning of children they are not only navigating and examining these 

differences in relation to the needs of children, but they are also evaluating 

and considering these differences in relation to self.  

 

DBR studies recognise that the early actions of the researcher also 

contribute to the research narrative. In the previous chapter these actions 

were highlighted through documenting the ongoing analysis that took 

place as the intervention unfolded. The analysis presented in this chapter is 

retrospective, and therefore researcher action is focused on reflecting back 

on the experience in its entirety.  

 

The researcher notes presented in this chapter represent the 

reflective process and provide insight into the different questions that 

emerged during analysis. These are different from the researcher field 

notes that were presented in the previous analysis in that they were not 

conducted as the intervention unfolded, but through the reflective 

processes of looking back at the experience. They are also different in 

purpose: researcher field notes were recorded with a view to formulating 

questions for team meetings; researcher notes were recorded to provide 

insight into the reflective process. Kemmis (2005) proposes that  

 

[r]eflection is a dialectical process: it looks inward at our thoughts 

and thought processes, and outward at the situation in which we find 
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ourselves; when we consider the interaction of the internal and 

external, our reflection orients us for further thought and action (p. 

141). 

 

Researcher field notes provided a way to record and represent this 

dialectical process.  

 

5.3 The retrospective analysis 

A retrospective analysis is a systematic process that seeks out 

emergent themes across a complete dataset. In this inquiry it was guided 

by the research questions, and also involved an examination of the 

“process by which data [were] generated” (Cobb et al., 2003, p. 12). 

According to Cobb et al. (2003) a retrospective analysis can be contrasted 

with the ongoing analysis that took place as the intervention unfolded. 

However, in this inquiry the ongoing analysis is not juxtaposed with the 

retrospective analysis; it becomes part of it. This is a deliberate step in the 

inquiry that facilitated a way to step aside from the implementation of the 

intervention, and examine the data collected during this time through 

‘fresh eyes’. In other DBR studies a similar goal is achieved by drawing on 

several researchers during the retrospective analysis (Kennedy-Clark, 

2013).  

 

The analysis in this chapter commences with the examination of the 

participant diaries. This examination involved transferring the diary data to 

digital word document, and reducing the data to manageable portions by 

highlighting relevant text. This process was the same as the process drawn 

upon in the ongoing analysis whereby relevant text was defined as the 

observable action taking place between individuals and/or any text that 

highlighted the observable action involved in supporting the mathematical 

understandings of children. At the same time, participant diaries and the 

video transcripts presented in the previous chapter were reduced to 

relevant text. This text and the text reduced in the first level of analysis, 

from researcher field notes and email correspondence, were then brought 
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together and examined for ‘repeating ideas’. A ‘repeating idea’ is an action 

or in-action that was observable in relevant text on two or more occasions 

and/or “an idea expressed in relevant text by two or more research 

participants” (Auerbach & Silverstein, 2003, p. 54). The following section of 

this chapter presents this process.  

 

5.4       Participant Diaries 

Duke (2012) suggests that a diary can assist the researcher “to 

expose a picture of the complex system of interactions” (p. 122). In this 

inquiry the decision to include the diary as a tool for data collection was 

based on the notion of providing the individuals with an opportunity to 

share their experiences away from the group. There was little direction 

provided as to what the diary entries might look like but each participant 

was asked to record their thoughts, observations and experiences after 

each visit to each other’s contexts. This resulted in diary entries that were 

varied in length, diary entries that had no date, and also in entries that 

were focused on different aspects of experience. For example, some 

participants focused on their own personal experiences of working 

together whereas other participants focused on mathematics and what 

they were learning about the children. It also resulted in one diary not 

being forwarded at the end of the project because the parent who 

participated in the study could not be contacted. Hindsight suggests that 

perhaps more direction was needed to ensure consistency across 

participants, and some procedure for sharing the diaries at the end of the 

project would have been beneficial.  

 

Although there were some challenges with the participant diaries, 

the data collected through diary entries provided some useful insight into 

the individual experience. 

 

Whilst the data examined below are presented according to 

individual participant, analysis in this inquiry was not comparative. The 

purpose of analysis was to identify, and then to gain, an understanding of 
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the processes that adults engage in, and with, to establish and maintain 

relationships that focus on the mathematics learning of children as they 

make the transition to school. First examining the data independently and 

then bringing data together rather than comparing different data sets 

achieved this aim. In the following section, data excerpts from participant 

diaries are presented. Researcher notes that recorded thinking and 

questioning as data were being reduced are also presented.  
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Table 21 Site 1 PTS Teacher Diary Entries  

Date Diary Entry Relevant Text  Researcher 
Notes 



 
 

188 | P a g e  
 

No Date Today I spent time at the primary school. It was really good 
to be in Valerie’s classroom, I loved watching what she was 
doing. It gave me so many new ideas. So, for example, today 
she got the kids up and about using their whole bodies to 
measure. I don’t know why I have never thought to do that? 
It was really good and the kids loved it. Cannot wait for the 
next visit! 

She got the kids up and about using their whole bodies to 
measure. 
It gave me so many new ideas.  
I don’t know why I have never thought to do that. 
Cannot wait for the next visit! 

 

Reflection on practice?  
Or mathematics? Or both? 
Focus on self learning 

 
Measurement 

No Date I am really enjoying the visits and I feel that we are really 
getting to know one another. At first it was awkward but 
now we are really beginning to gel. Today we shared all of 
our observations and just talked about everything that we 
had seen. It was good because then we started seriously 
talking about what we are going to do. I really feel as 
though we are going to make a good team. 

[W]e shared all of our observations and just talked about 
everything that we had seen 
I am really enjoying the visits  
I feel that we are really getting to know one another. 
At first it was awkward but now we are really beginning 
to gel. 
I really feel as though we are going to make a good team 

 

Feelings –positive (focus on self) 
Finding ‘fit’? 

 
Sharing / Communicating  

No Date Just sitting down together today and sharing what we both 
do was so invaluable. Finally I feel like I understand where 
the kids are going. Valerie and I have started really sharing 
what we’ve noticed the children doing. It’s great, I think we 
are really trying to provide the children with similar 
opportunities so they have a sense of familiarity. I feel like 
we are bringing the maths together for them.  

I feel like I understand where the kids are going. 
I feel like we are bringing the maths together for them. 
Sharing what we both do was so invaluable. 
 [We] have started really sharing what we’ve noticed the 
children doing 
It’s great, I think we are really trying to provide the 
children with similar opportunities so they have a sense of 
familiarity. 

Sharing 
 

Contextual understanding? 
 
 
 

Merging practice? 
Merging mathematics?  

No Date I am really happy to be working with Valerie. The parents 
love her and she is just so good with them. They have 
warmed to her much quicker than they warmed to me. I 
think that she has a natural way with them. She just knows 
people and people trust her. They are sharing all kinds of 
things with her and I’m really glad they feel so relaxed 
because they put a lot of pressure on themselves to do the 
right thing. I am learning a lot also, she is a gun when it 
comes to numeracy so I do not think that any of these 
children’s will have any problems next year 

[S]he is a gun when it comes to numeracy so I do not think 
that any of these children’s will have any problems next 
year 
I am really happy to be working with Valerie. 
The parents love her. I think that she has a natural way 
with them. 
They are sharing all kinds of things with her.  
I am learning a lot also. 
I’m really glad they feel so relaxed because they put a lot 
of pressure on themselves to do the right thing 

Feeling happy/positive?  
Are feelings processes? 
Assessment of colleague performance? In 
relation to parents? In relation to 
mathematical skill/teaching? 
Finding own position in relation to others? 
Feelings again 
Describing the ‘Other’? 
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Site 1 FYS Teacher Diary Entries Table 19 

Date Diary Entry Relevant Text  Researcher 
Notes 

04/09/2012 Jenny came and spent some time with us. She just sort of 
fitted in and within half an hour of being there it was like 
she has worked with me the whole time. We had a bit of a 
talk after the session and I showed her my daybook and 
numeracy program. It was good. I am feeling really 
positive. We’re both very child-centred and just want to do 
our best to support the children so I think it will work well. 

I showed her my daybook and numeracy program. 
She just sort of fitted in… it was like she has worked with 
me the whole time. 

 
I am feeling really positive. 

 
We’re both very child-centred and just want to do our best 
to support the children 

Sharing Practice?  
Fit” – is this important? 
Noticing? 

 
Positive - Feelings 

 
Numeracy 

17/09/2012 Today I spoke to one of the parents about maths. We were 
just talking about the weekend and he told me that on 
Saturday he watched the football and then went outside 
and drew stripes up and down the driveway with his child. 
My ears pricked! A pattern! It started a long discussion 
about mathematical learning! I told him that football is 
great for maths. We talked about the scoring, reading 
numbers, the multiples of 6 and all of the player stats that 
pop up on the screen. He seemed so amazed that he was 
teaching his child maths by watching the football. I also 
told him that patterns are the foundation of mathematics 
so when he made a pattern with his child on the driveway 

My ears pricked! A pattern! It started a long discussion 
about mathematical learning! 
We talked about the scoring, reading numbers, the 
multiples of 6 and all of the player stats that pop up on the 
screen.  
I told him that football is great for maths.   
I also told him that patterns are the foundation of 
mathematics so when he made a pattern with his child on 
the driveway he was actually setting some really strong 
mathematical foundations. 
Today I spoke to one of the parents about maths. 
He told me that he left school in year 7 and that he didn’t 

Conversations about mathematics  
– sharing across the two sites  
(home/school) 

 
 
 
 

Sharing stories – building rapport, trust? 
 

Working across contexts? 
 

Pre-number/early numeracy 

No Date The transition sessions are working well and everyone seems 
happy. I think these children are going to be really well 
supported next year. Their maths skills are incredible and we 
see them do something new every day. It’s pretty amazing 
really.  

Their maths skills are incredible and we see them do 
something new every day. 
I think these children are going to be really well supported 
next year. 
[E]veryone seems happy 

 Noticing existing mathematical 
understandings 

 
Emerging relationship? Feelings 
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he was actually setting some really strong mathematical 
foundations. He told me that he left school in year 7 and 
that he didn’t really think that he could help his child with 
maths. This made me sad but it also made me feel good 
about what we had shared. It was such a fabulous 
conversation! I just had to write about it! 

really think that he could help his child with maths. This 
made me sad but it also made me feel good about what 
we had shared. It was such a fabulous conversation! 

 

 
Feelings of worth? Examining self? 

 
Harnessing opportunity? 

15/10/2012 We are moving along quickly and I think we work really 
well together. It’s funny because I am starting to feel like 
I’m working across the two contexts. Sort of like we’re just 
teachers of these kids not really a primary and kinder 
teacher. It feels good. Jenny was so welcoming that I felt 
comfortable within minutes of being at her place so I think 
that this has made things go so well.  

I think we work really well together. 
I am starting to feel like I’m working across the two 
contexts 
Sort of like we’re just teachers of these kids not really a 
primary and kinder teacher. 
It feels good. 

Educator – rather than primary or preschool 
teacher? Changing identity? 
This is more than partnership – moves 
beyond partnership?  
Changed role? 
Feelings 

No Date When I was leaving today the kids followed me along the 
fence waving and saying goodbye. I really feel as though 
they are beginning to trust me and I feel as though I am 
beginning to get to know them. It has been hard work but 
I think that we are really making a difference. 

I really feel as though they [children] are beginning to trust 
me and I feel as though I am beginning to get to know 
them. 
It has been hard work but I think that we are really making 
a difference. 

Getting to know one another 
Making a difference – is this important? 
Sense of worth? Still self-focused? 

No Date Yesterday we watched what the kids were doing in 
measurement. It was awesome. Most of them are 
experimenting with capacity and volume. This is 
something I will need to continue next year. We have also 
discovered that most of the children are already doing the 
things we do in term one. I could actually tick off the 
maths progression points just through their play 
observations. This is causing me to think about my 
program for next year. These kids just seem so switched on 
when it comes to mathematics so I won’t be able to stick 
to what I usually do. I will really need to think about how I 
start with them. Most of the kids can count to 20 and this 
was a shock. We focus on this in the first two terms of 
school. It’s a waste of teaching time for some kids. 

We watched what the kids were doing in measurement 
Most of them are experimenting with capacity and volume 
These kids just seem so switched on when it comes to 
mathematics 
I could actually tick off the maths progression points just 
through their play observations 
Most of the kids can count to 20 
We have also discovered that most of the children are 
already doing the things we do in term one. 
This is causing me to think about my program for next 
year. 
We focus on this in the first two terms of school. It’s a 
waste of teaching time for some kids. 

Noticing mathematical understandings 
 

Change of practice?  
 

Noticing Mathematics 
 

 
 

Reflection – focus on self/own practice?  
 

Analysing current practice 
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Table 22 Site 2 PTS Teacher Diary Entries  

Date Diary Entry Relevant Text  Researcher Notes 

20/09/2012 Today some parents asked what maths they learnt at 
kinder so I explained about numbers, time, patterns, etc. in 
play. I should have extended on that and written about it 
in the program or made a poster up about what children 
are learning about maths. I missed the opportunity to 
share with them.  

Parents asked what maths they learnt at kinder so I 
explained about numbers, time, patterns, etc. in play. 

 
I should have extended on that and written about it in the 
program or made a poster up about what children are 
learning about maths. 
Parents asked what maths they learnt at kinder 
I missed the opportunity to share with them. 

Is this visible? Have parents thought about 
this before? 

 
Analysing current practice 

 
Reflection on self 
Talking about maths 
Missed opportunities - recognising 

21/09/2012 I visited Shelly’s classroom today. She showed me the 
curriculum, the Nelson Mathematics Books and some 
software that she has on the IWB’s. She also introduced 
me to a few of the other teachers and showed me around 
the school so I am comfortable for next term. 

She showed me the curriculum, the Nelson Mathematics 
Books and some software 
She also introduced me to a few of the other teachers and 
showed me around the school so I am comfortable. 

 

Sharing/Introducing context and resource? 
 

Feelings of apprehension? 
Focused on self 

No day/10/2012 Things are going well. Shelly has tried to do a lot of the 
things we do here over there. I think that this is really 
good. Especially when we are focusing on continuity. She is 
really trying hard to accommodate the children and Jane 
has really done well with the parents. They’ve shared 
some really useful information. She’s got them really 
thinking about what maths they do with their kids at 
home. 

She’s got them really thinking about what maths they do 
with their kids at home. 
Shelly has tried to do a lot of the things we do here over 
there. 
She is really trying hard to accommodate the children. 
We are focusing on continuity 
Jane has really done well with the parents. 

 

Recognising effort? Building 
 Rapport? 
Noticing/Understanding the 
‘Other’? Exploring self in relation to other? 
Continuity  
Accommodating Children 
Parents thinking about  
Mathematics – shared foci 

No day/ 10/2012 I have been feeling a bit uncomfortable working with the 
school. I thought we were coming from two different 
angles but now I can finally see the bigger picture and I 
feel good. We just work differently. My training focused on 
how they learn maths, rather than what maths they learn 
so it’s been good to be re-focused on the maths they learn. 

My training focused on how they learn maths, rather than 
what maths they learn, so it’s been good to be re-focused 
on the maths they learn 
I am more aware and thinking about how they [children] 
involve maths in their learning and how I can develop that 
learning.  

Reflecting on self, existing practice 
Finding self within the relationship? 
Transition? Experiencing own transition? 
Prior/existing understandings of the two 
settings? A barrier? 
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I think this was the problem at first; it was difficult 
because it didn’t feel right. But now it does and I believe 
that I am more aware and thinking about how they 
[children] involve maths in their learning and how I can 
develop that learning. I think I am looking for it more.  

I think I am looking for it [mathematics] more. 
I have been feeling a bit uncomfortable working with the 
school. I thought we were coming from two different 
angles. 
I can finally see the bigger picture and I feel good. 
We just work differently. 
It was difficult because it didn’t feel right. But now it does. 

“Feel right” – what does this mean? 
 

Recognising difference 
 

Moving forward? 
Recognising difference? 
Working through challenge? 

No Date I am so busy at the moment. I am writing the transition 
statements and still juggling both programs. I’m adding to 
the statements to include details about the children’s 
maths. At least I know Shelly will read them and 
appreciate them! Things are going well and I’m enjoying 
working with Jane and Shelly. 

I’m adding to the statements to include details about the 
children’s maths 
I am so busy at the moment. 
Still juggling both programs. 
At least I know Shelly will read them and appreciate them! 
Things are going well and I’m enjoying working with Jane 
and Shelly. 

 

 
Obstacle/Barrier 
Feeling valued? 

 
 

 

 

 

 

 

 

 

Table 23 Site 2 FYS Teacher Diary Entries 

Date Diary Entry Relevant Text Researcher Notes 
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No Date Today Judy came to visit. We talked about the project and 
what we are going to do. I showed her my weekly plan and 
she said that she was so shocked at all of the 
mathematics. It would have been good if she brought Jane 
with her so we can get the partnership going but I guess 
there is plenty of time for that. It was good to have a talk 
and to share what we do.  

She was so shocked at all of the mathematics 
We talked about the project and what we are going to do. I 
showed her my weekly plan 
It would have been good if she brought Jane with her 

Recognising mathematics  
Sharing practice?  

 
Judgement of the ‘Other’? 

17/10/2012 I am not sure that the kinder are focusing enough on 
mathematics. They are missing important learning 
opportunities and this worries me. It means that the kids 
are not getting the best start possible. This is an area that 
they really need to focus on. I am not sure what I can do 
about that but I am enjoying observing and interacting 
with the children. I think my own maths is improving. I’ve 
been reading to make sense of what I’m seeing. 
Sometimes it’s hard to see! I must admit I was a little 
uncomfortable today with some of Judy’s comments. I felt 
as though she was telling the parents what to do when it 
should have been us working with them. Slowly, slowly! 

I am not sure that the kinder are focusing enough on 
mathematics. 
I think my own maths is improving. 
Sometimes it’s hard to see! 
They are missing important learning opportunities and this 
worries me. It means that the kids are not getting the best 
start possible. 
I’ve been reading to make sense of what I’m seeing. 

 
I must admit I was a little uncomfortable today with some 
of Judy’s comments. I felt as though she was telling the 
parents what to do when it should have been us working 
with them. 

Critical? Is this part of working together? 
Analysing each others practice?  
Self –positioning? 
Professional growth? 
Analysing each others practice?  
 
 
Professional learning 
 
Noticing difference – Feelings of difference? 
Critical? Othering? 

06/11/2012 I have been talking with a few parents over the past few 
weeks. I think that parents really need more support when 
it comes to mathematics. Many of them couldn’t look 
beyond basic numbers and shapes. This will be something 
that I will concentrate on next year. The parents are all 
getting involved and I can hear them talking about 
numeracy as they wait for their children. This will really 
help with their understandings so I think that I will look at 
building on this somehow. Jane is doing a good job and 
everyone is excited about maths. 

I think that parents really need more support when it 
comes to mathematics. Many of them couldn’t look 
beyond basic numbers and shapes. 

 
I can hear them talking about numeracy everyone is 
excited about maths. 
This will be something that I will concentrate on next year. 
This will really help with their understandings so I think 
that I will look at building on this somehow. Jane is doing a 
good job 

Noticing the ‘Others’ mathematics 
 
 

Noticing what parents are doing – planning 
to use these existing practices?  

 
Talking about numeracy filtering?  

 
A common goal? Interest? Or still Othering? 
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14/11/2012 One thing that I have noticed through this experience is 
that when the children are engaging in free play outside 
quiet often the teachers and support staff will sit and 
watch or be active in social conversations with the children 
rather than highlight basic mathematical language such 
as over/under the bridge, next to, on top of, between etc. I 
really feel like there are many wasted opportunities and it 
is a bit frustrating.  

The teachers and support staff will sit and watch or be 
active in social conversations with the children rather than 
highlight basic mathematical language 
I really feel like there were many wasted opportunities. 

 
It is a bit frustrating. 

Frustrations 
Differences in practice? 
Self-focused? Comparing to self? 

 

 Because of the extra visits the children 
were comfortable being left in my care, which then made 
them feel comfortable in the school environment. The 
parents seem comfortable too. One thing that I have 
noticed is that now they see me as part of the school as 
well as part of the preschool. They are calling me by name! 

The children were comfortable being left in my care, which 
then made them feel comfortable in the school 
environment. The parents seem comfortable too. 

 
Now they see me as part of the school as well as part of 
the preschool. 

Comfortable 
 
 
 
 

Merging/blurring of role? 
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5.5 Research Team Meeting Transcripts 

After diary data were reduced to relevant text the transcripts of the 

video recorded research team meetings (overview presented in Chapter 4) 

were also reduced. Given the extent of data generated through research 

team meetings only an example of this process from each of the sites is 

presented in Table 22 and 23. The researcher notes presented in these 

tables represent researcher thinking as data were reduced (not as the 

meetings were unfolding). 
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Table 24 – Example of Research Team Meeting Data Reduced to Relevant text Site 1 

Raw Data Site 1 – Team Meeting 1 Relevant Text Researcher Notes 

Researcher: I thought that we would start off today by just describing 
what mathematics looks like in the different settings. Who wants to 
start? 

 
Jenny: I will. Um mathematics. Let me see. Well, we've got number 
posters, songs and rhymes, books, the children use play-dough and 
blocks every day, and there’s also things like space, estimation, 
comparing and measuring in their play. We have group time and count 
and things like that. Is that what you mean? 

 
Researcher: Yep it sure is. Valerie, what about you? 

 
Valerie: Okay, mathematics is pretty hands on in the prep classroom but 
it's also all about their learning zones and challenging them too. Oh and 
of course the curriculum. Maths is all about the curriculum once you get 
to school (laughs) 

 
Researcher: Do you think there might be some similarities between the 
school and preschool? 

 
Jenny: Um, I'm not sure, I suppose there would be, I haven't really 
thought about it to tell you the truth. I suppose there would be some. I 
don't know. 

 
Valerie: Yeah there would be some similarities but most of the 
incidental math's stops when they come to us, you know we have to be 
that little more, a little more focused so I think that in some ways it's a 
bit different too. 

 
Researcher: Okay so would I be right in saying that there are both 
similarities and differences across the two sites? 

 

 
 
 

we've got number posters, songs and rhymes, books, the children use 
play-dough and blocks every day, and there’s also things like space, 
estimation, comparing and measuring in their play. We have group time 
and count and things like that. 

 
 
 
 

mathematics is pretty hands on in the prep classroom but it's also all 
about their learning zones and challenging them too. Oh and of course 
the curriculum. Maths is all about the curriculum once you get to school 
(laughs) 

 
 
 
 

I haven't really thought about it to tell you the truth. I suppose there 
would be some. I don't know. 

 
 

there would be some similarities but most of the incidental math's stops 
when they come to us, you know we have to be that little more, a little 
more focused so I think that in some ways it's a bit different too. 

 
 

There are some things that'd be the same but there's probably some 
differences too 

 
 

 
 
 

Naming resources/pedagogy not mathematics? 
Naming mathematics (space, estimation etc.) 

 
 
 
 
 
 

Naming pedagogy? Knowing the ‘Other’? 
Curriculum centred not mathematics or child centred? 

 
 
 
 
 
 

Beginning to think about the other context 
 
 
 
Acknowledging/recognising  similarity 
Recognising difference 

 
 
 

Recognising similarity and difference 
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Valerie: Yes, I think so. 
 

Jenny: Um yes I think that's right. There are some things that'd be the 
same but there's probably some differences too. 

 
Researcher: Can I share an idea with you?  
 
Valerie: Sure 
 
Jenny: Okay 
 
Researcher: Now it's only an idea but I think that the mathematics 
across different settings, so home, school and preschool, you know, in 
the supermarket etc. I think that they are the same, that its the same 
mathematics, but it's the social and cultural practices around the 
mathematics that is different. What are your thoughts on that? 
 
Valerie: (Laughs) I'm not sure that I agree with you (laughs). Is that 
okay? I am allowed to do that? I am allowed to disagree (laughs) 
Researcher: Of course you can disagree! 
 
Valerie: I don’t know, I just.. Um I'm not sure.. I just think it’s a different 
kind of maths, you know, at school it's more structured, more advanced. 
I think it's different. 
 
Researcher: That’s okay – what about you Jenny? What do you think? 
 
Jenny: I don't know, I mean counting pegs at home is different to 
counting counters at school, but it’s not the counting that’s different is 
it? It’s the materials and the place that they’re doing it in. It’s the same 
maths, I mean it’s still counting. So I think that it could be the same, I 
don't know. 

 
Valerie: Yeah you're right it is but the expectations would be 

different so it wouldn't be the same would it? Now I'm confused 
(laughs). I don't know, I think it's different. I'm so confused right now 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
I just think it’s a different kind of maths, you know, at school it's more 
structured, more advanced. I think it's different. 
 
 
 
 
I mean counting pegs at home is different to counting counters at 
school, but it’s not the counting that’s different is it? It’s the materials 
and the place that they’re doing it in. It’s the same maths, I mean it’s 
still counting. So I think that it could be the same. 
 
 
 
the expectations would be different so it wouldn't be the same would 

it? 
 

 
Recognising difference 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Comparing mathematics across contexts – making comparison 
 
 
 
 
 
Recognising similarity 
Mathematics – noticing mathematics 
 
 
 
 
 
Other? 
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(laughs). 
 

Jenny: Me too! But I think the maths might still be the same, I mean 
they’re still counting aren’t they? And isn’t that the maths? The 
expectations are the practices aren’t they? Oh god I don’t know! I have 
no bloody idea really! 

 
Researcher: That is okay, it is good to disagree but we…okay, 

well we might come back to that idea. I might just ask you to describe 
what practices you think you might find in each others settings. So 
describe what you think pedagogy looks like in the other context. 

 
Valerie: Oh my god do we have to?  

 
Researcher: I would appreciate it (laughs) 

 
Talk about difficult! (Laughs). All right, well I suppose there would be a 
lot of freedom for children to explore independently. I think there 
would probably be a lot of talk and the environment would most 
probably be really important too. Um…maybe there'd be different 
activities that focus on different things? I’m not sure what else. What 
else can I say, I don't know really. It's too hard. 

 
Researcher: Jenny do you want to have a go at describing what the 
pedagogy might look like in the prep classroom? 

 
Jenny: Do I have a choice? Nah I'm only joking. I reckon that there would 

be a lot of instruction and talking to children. Maybe there'd be a lot of 

whiteboard lessons? Um let me see, I think that there'd be a lot of 

written work and children would be expected to write down what 

they’re doing. Um…I think that there would probably be some 

opportunities for independent learning but not a lot. And I suppose that 

it would probably be a bit more structured too. 

 
But I think the maths might still be the same, I mean they’re still 
counting aren’t they? And isn’t that the maths? The expectations are 
the practices aren’t they? 
 
 
 
 
 
 
 
 
 
 
 
I suppose  - I don't know really - maybe there’d be – would most 
probably be – there would probably be – it’s too hard 
 
A lot of freedom for children to explore independently – a lot of talk – 
the environment would most probably be really important too – 
different activities that focus on different things 
 
 
 
 
I reckon – Maybe there’d be – I think that – I suppose that – it would 
probably be 
 
There would be a lot of instruction and talking to children lot of 
whiteboard lessons 
there'd be a lot of written work and children would be expected to write 

down what they’re doing more structured 

Noticing mathematics 
 
 
 
 
 
 
 
 
 
 
 
 
 
Uncertainty about the other context? 
 
 
Knowing the ‘Other’ – existing ideas 

 
 

 
 
 
 
Uncertainty about the other context? 

 
 

Knowing the ‘Other’ – existing ideas 
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Table 25 – Example of Research Team Meeting Data Reduced to Relevant text Site 2 

Raw Data Site 2 – Team Meeting 3 Relevant Text Researcher Notes 
Researcher: Okay, so you have had some time in each other’s contexts 

now? And remember last time when we were talking about similarities? 

Judy: Yes, that’s right 

Researcher:  Okay then can you tell me what you have noticed?  

Judy: Well, Shelly and I have spent a session in each other’s classrooms 

and I think we’ve found a few similarities. We’re getting to know what 

each other does aren’t we? 

Shelly: Yes, we’ve been looking at the ways we both work and seeing if 

there is anything we do the same. It’s been really we good and we’ve 

actually found out that we do a lot of things the same way. 

Judy: Yes, there is a lot we do the same it was surprising for both of us 

really.  

Researcher: Can you give me some examples? 

Shelly: Well, it’s a bit embarrassing but we sort of both love singing in 

the classroom (laughter). We found out that we’re both singing the 

same songs. So it’s pretty funny but it’s good too I think. At least the 

kids will know the words next year (laughs). 

Researcher: That is great! I would ask if you could sing them but I think 

 

 

we’ve found a few similarities 

 

We’re getting to know what each other does 

 

we’ve been looking at the ways we both work and seeing if there is 

anything we do the same. 

we do a lot of things the same way - there is a lot we do the same 

It was surprising for both of us really 

 

 

we sort of both love singing in the classroom 

 

At least the kids will know the words next year 

 

 

 

 

 

Noticing similarities across the sites 

 

Professional Learning? 

 

Professional Learning? 

 

Noticing ‘sameness’ 

Other –preconceived notions  

 

 

Getting to know one another? 

 

Continuity? 
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that might be pushing my luck (laughs) so instead I will ask you if there 

was anything else? 

Judy: I am definitely not singing that’s for sure (laughter). We found a 

fair bit the same actually. A lot of the finger plays are the same. And 

we’re using similar resources. We both use the plastic dinosaur counters 

and there’s the wooden numbers. We’ve got some of the same floor 

puzzles and see that poster there (points to a poster on the wall) it’s 

exactly the same as the one that’s in the kinder room. 

Researcher: Shelly what did you notice? 

Shelly: Um… the same as Judy really. There were a few things that were 

similar just like the resources and singing. 

Researcher: Was there anything else?  

Judy: Um, they were really the only things that jumped out but I’m sure 

there’ll be more. 

Researcher: Okay, that is great. So, now that you have noticed some 

similarities do you think that there would be similarities at home too 

with these two contexts? 

Shelly: Of course 

Judy: Yes, I think that there would be some similarities 

Jane: There are for us. We sing all of the songs at home too (laughs). 

They drive me crazy, they get stuck in my head and I walk around the 

house singing them to myself (laughter). 

Researcher: You do know that I am going to have to ask you to sing?  

 

 

We found a fair bit the same actually. 

we’re using similar resources 

We’ve got some of the same floor puzzles 

 

It’s exactly the same as the one that’s in the kinder room 

 

 

 

 

but I’m sure there’ll be more. 

 

 

 

 

 

There would be some similarities 

We sing all of the songs at home too 

 

 

 

 

 

Recognising sameness 

 

 

 

Recognising sameness 

 

 

 

 

Making the effort? Communicating a commitment? 

 

 

 

 

 

Working with parents? Facilitating? 

Recognising sameness 
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5.6 Repeating Ideas 

After all data (diary entries, team meeting data, email data and 

researcher field notes) were reduced to relevant text, they were brought 

together and organised into repeating ideas. Repeating ideas are defined 

by Auerbach and Silverstein (2003) as “an idea expressed in relevant text 

by two or more research participants” (p. 54). In this study this definition 

extended to include an action and/or an in-action that was observable in 

relevant text on two or more occasions. Organising relevant text into 

repeating ideas involved working with a starter text and then 

systematically examining the relevant text in each data set in relation to 

that sentence. Through this examination relevant text that connected to 

the starter text was highlighted and grouped together as a repeating idea. 

This process was repeated across all data sets. Text that could not ‘go 

together’ conceptually with any other text selections were disregarded. 

Repeating ideas were then organised into one composite list.  

 

Different data sets were represented as RFN (researcher field 

notes), Diary (diaries), Email (Email) and TM (Team Meetings). The purpose 

of this analysis was not comparative. Therefore in examining all data 

together there was no need to identify from where (which site) or whom 

the data were derived. An example of organising the data into one 

composite list is provided in Table 24.  
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Table 26 – Example of organising repeating ideas into composite list 

 

When the 

composite list was 

created, it was 

shared with a 

colleague from the 

researcher’s 

university to 

ensure that 

thinking around 

each repeating 

idea was 

transparent, and 

also to gather 

feedback about the 

repeating ideas. 

When feedback 

was offered it was 

discussed and 

acted upon – this 

involved 

reorganising some 

of the text, 

combining text and 

also dividing some 

repeating ideas 

into two smaller 

ideas. The final 

composite list 

consisted of 50 

19 Educators Sharing Practice 9 Professional Learning About Mathematics 

[W]e shared all of our observations and just talked 

about everything that we had seen (Diary) 

She showed me the curriculum, the Nelson 

Mathematics Books and some software (Diary) 

We talked about the project and what we are going to 
do. I showed her my weekly plan (Diary) 

I think my own maths is improving. (Diary) 

Both teachers talked openly about their own settings 

and also shared information about what they knew of 

each other’s setting. (RFN) 

Parent said that she is collecting information for [the 

teachers] and is working with the other parents to 

help them to understand what mathematics the 

teachers are looking for. (RFN) 

They bounced ideas off each other and even seemed to 

be finishing each other’s sentences or building on what 

each other was saying (RFN) 

Both teachers agreed that there would be some 

similarities in mathematics but that they would need to 

spend time in the other context to know what they are. 

(RFN) 

Sharing what we both do was so invaluable. (Diary) [PTS] She wants me to talk about it [mathematics] at 

our next network meeting. (Email) 

[We] have started really sharing what we’ve noticed the 

children doing (Diary) 

She hadn’t really thought about what they do in a 

‘mathematical’ way. (RFN) 

Remind me to show you their portfolios. It’s a great way 

to document isn’t it? (TM) 

I showed her my daybook and numeracy program. 

(Diary) 

Valerie was able to tell me what the next step was, you 

know what sort of things she would do at school with 

them next year (TM)  

She’s got them really thinking about what maths they 

do with their kids at home. (Diary) 

Shelly gave me the notes that she collected while she 

was at the preschool and I used them, the parent notes, 

and my observations to create a numeracy profile on 

each child. (TM) 

I feel that before I worked this way I did not dedicate 

much focus on numeracy in my program. But I didn’t 

realise that it was not a big focus until I worked this 

way with the school and the parents. This work made 
me really think about numeracy in my program so I 

think that this was a benefit. (RTM) 

Shelly and I sat down with the profiles and mapped out 

each session (TM) 

Sometimes I found it difficult to focus on numeracy 

because it wasn’t really natural for me. (RTM) 

I spoke to some parents and they were happy to see this 

project happening and felt that the school would be 

more prepared for the children if the teachers shared 

the knowledge (TME) 

I feel it would be valuable for me to know exactly what 

type of maths the children learn in prep and I could 

use this information to be part of my program, in an 

informal way (RTM) 

45 Facing Individual Challenges 23 Working Together 

FYS teacher not sure if she’ll be the prep teacher next 

year  upset that she might not be the prep teacher. 

(RFN) 

I really enjoyed hearing about what is happening at 

the kinder. We never get time to talk like that. (Email) 

The PTS explained that she is so busy that she had 
forgotten that the meeting was on. (RFN) 

Valerie and Jenny seemed to be a united team. (RFN) 

She said that she was currently under a lot of stress 

because she was applying for her job and VIT 

registration. (RFN) 

I have emailed [the FYS teacher] to let her know 

(Email) 

I completely forgot [about the meeting] and have not 

looked at diary today. (Email) 

I think we work really well together. (Diary) 

Been home sick and had lots to catch up on. (Email) We’re both very child-centred and just want to do our 

best to support the children. (Diary) 

I am forgetful but fancy forgetting a meeting at your 

own place! LOL (Email) 

I really feel as though we are going to make a good 

team (Diary) 

[PTS teacher] feeling exhausted. She communicated 

that she is in survival mode. (RFN) 

I am really enjoying the visits (Diary) 

I am so busy at the moment. (Email) Please do not stress. I had plenty to do back at school 
so it was no problem at all. (Email) 

[PTS teacher] has been so busy that she has forgotten 

to share the details of the meeting with families. She 

said that she was also unwell. (RFN) 

[E]veryone seems happy (Diary) 

47 Building on What Children Know She emailed the FYS teacher to apologise again (RFN) 

We focus on this in the first two terms of school. It’s a 

waste of teaching time for some kids. (Diary) 

We thought that we could sort of divide the work 

between us (RTM) 

It was evident that the team had started from where the 
children were coming from and shaped an environment 

that was going to support them (RFN) 

Shelly and I would focus on what they’re doing at 
kinder and school and how to support that, and then 

these guys (gestures to parents) can focus on what 

they do at home and then share that information with 

us so we can bring the two together (RTM) 

We just started with what they know and what they’re 
already doing. (RTM) 

Shelly said she would be re-reading them all and 
making notes on each child, including maths abilities, 

so that must mean she was receptive to using the 

information. (RTM) 
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repeating ideas presented in Table 27. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table 27 – Final Repeating Ideas List 

 REPEATING IDEAS 

1 Engaging in and with Talk 

2 Noticing each other – the negatives  

3 Recognising Highlights and Benefits 

4 Perceiving Parents 

5 Working on Transition Sessions 

6 Professional Learning –General 

7 Naming Mathematics 

8 Tackling Barriers 

9 Experiencing and Overcoming Frustrations  
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10 Getting to Know Each Other 

11 Building on What Children Know 

12 Realising Missed Opportunities 

13 Perceiving a Changing of Role 

14 Recognising Feelings 

15 Engaging in Reflection 

16 Getting to Know Children 
17 Recognising Sameness 

18 Communicating About Mathematics 

19 Preparing Children for school 

20 New Year – The Changing Relationship 

21 Educators Sharing Practice 

22 Realising Missed Opportunities 

23 Working Together 

24 Supporting Mathematics 

25 Noticing each other – in relation to mathematics 

26 Facing Difference As Challenge 

27 Positioning Each Other 

28 Learning About Children’s Mathematics 

29 Facing Individual Challenges 

30 Noticing Mathematics 

31 New Year – Working Through Transition 

32 Exploring similarities and differences in mathematics across contexts 

33 Focusing on Continuity 

34 Recognising Difference 

35 Working on Transition Statements 
36 Professional Learning – About mathematics 

37 Recognising Facilitators 

38 Supporting the Wellbeing of Children 

39 Personal Reflection 

40 Recognising Sameness but Difference 

41 Examining My Context 

42 Working with Parents 

43 Making the Effort 

44 Examining Your Context 

45 Navigating Curriculum 

46 Being In the Moment 

47 Navigating Time 

48 Noticing each other – the positives 
49 Educators and Parents Sharing Practice 

50 Teaching Mathematics 

 

 

5.7      Themes 

Repeating ideas were then re-examined and grouped into common 

themes. Once again this was achieved by working with a starter repeating 

idea, and then systematically examining the other repeating ideas. Through 

this examination, repeating ideas that were similar to the starter idea were 

highlighted and grouped together under a common or shared theme. 

When data were reorganised into themes, it was again shared with a 

colleague from the researcher’s university for feedback. Auerbach and 
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Silverstein (2003) suggest that this consultation and feedback should come 

from “a member of the culture you are studying who is not involved in the 

research project” (p. 66). In this inquiry the ‘consultant’ had worked as 

both a preschool teacher and a primary school teacher, she was also a 

parent. She was not part of the research project but was deemed to hold 

membership to primary, preschool and parent culture, despite now 

working in the university setting. Table 28 outlines the themes that 

emerged through this process.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table 28 Emerging Themes 

Grouped Repeating Ideas Themes 
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Noticing each other – the positives 
Noticing each other – the negatives 
Noticing each other – in relation to mathematics 
Perceiving Parents 
Positioning Each Other 

 
Professional Learning –General 
Professional Learning – About mathematics 

 
Tackling Barriers 
Experiencing and Overcoming Frustrations  
Facing Individual Challenges 
Facing Difference As Challenge 
Realising Missed Opportunities 
 
Recognising Facilitators 
Recognising Feelings 
Recognising Sameness but Difference 
Recognising Difference  
Recognising Sameness 
Recognising Highlights and Benefits 

 
Engaging in Reflection 
Personal Reflection 

 
Educators Sharing Practice 
Educators and Parents Sharing Practice 
Working Together 
Working with Parents  
Engaging in and with Talk  
Getting to Know Each Other 
 
Supporting Mathematics 
Learning About Children’s Mathematics 
Communicating About Mathematics 
Noticing Mathematics 
Naming Mathematics 
Exploring similarities and differences in mathematics 
across contexts 
 
Focusing on Continuity 
Preparing Children for school 
Working on Transition Statements 
Working on Transition Sessions  
Building on What Children Know 
Supporting the Wellbeing of Children 
Getting to Know Children 

 
Perceiving a Changing of Role 
New Year – The Changing Relationship 
New Year – Working Through Transition 
Examining My Context  
Examining Your Context 
 
Navigating Curriculum 
Being In the Moment 
Navigating Time 
Making the Effort 

Self-Positioning 
 
 
 
 
 
 

Engaging in Professional Learning 
 
 
 
Experiencing Challenge and Barrier 

 
 
 
 

Recognising 
 
 
 
 
 
 
Reflecting 
 
 
Sharing 
 
 
 
 
 
 
Investigating, Naming and Noticing 
Mathematics 
 
 
 
 
 
 
 
Supporting children 
 
 
 
 
 
 
 
Navigating their own transition 
 
 
 
 
 
 
Managing the Everyday 

5.8      Explaining the Themes 

Ten themes emerged from the data: 
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 Positioning 

 Engaging in Professional Learning 

 Experiencing and Overcoming Challenge and Barrier 

 Recognising 

 Reflecting 

 Sharing 

 Investigating, Naming and Noticing Mathematics 

 Supporting Children 

 Navigating Their Own Transition 

 Managing the Everyday 

 

In the following section insight into the organising principles and 

reasoning behind the development of each of the themes is explained. 

 

5.8.1 Positioning 

The term ‘position’ affords a way to describe and “view identity as a 

relational and dynamic process” (Andreouli, 2010, p. 14.11). Andreouli 

(2010) suggests that, “positions not only ‘locate’ people within social 

relations and ‘discursive storylines’, but [they] also provide people with 

ways of making sense of the world” (p. 14.4). In this inquiry individuals 

were actively engaged in the process of positioning, locating both 

themselves and others within the emerging relationship. This was evident 

in individuals use of positioning language such as If you record what 

happens at home you can share it with us for our planning and also in 

comments such as I mean who am I to tell her what to do? 

 

According to Andreouli (2010), “positioning processes involve both 

self and other positions” with “the other as an integral part of the 

positioning process” (p 14.5). In this inquiry this emerged as noticing both 

positives and negatives about ‘the Other’, and also noticing ‘the Other’ in 

relation to mathematics. In some instances this emerged as criticism of 
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‘the Other’; they are missing important learning opportunities and this 

worries me. And in other instances it emerged as praise of ‘the Other’; Jane 

has really done well with the parents and she is a gun when it comes to 

numeracy so I do not think that any of these children’s will have any 

problems next year. Andreouli (2010) proposes that this process of 

positioning has some form of ‘moral quality’ attached, and “is associated 

with a set of rights and duties which delimit what can be said or done from 

a certain position [and] in a particular context” (p. 14.5). In this inquiry the 

notion of ‘moral quality’ centred round what individuals deemed to be 

adequate or inadequate.  

 

Engaging in Professional Learning 

Job-embedded professional learning provides teachers with a 

greater sense of control, authentic and personalised learning experiences, 

as well as process-rich involvements, that facilitate opportunity for 

individual and collaborative reflection (Hunzicker, 2012). In this inquiry it 

was evident that as adults worked together to support the learning of 

children they were engaged in the process of professional learning. It was 

also evident that this learning involved deep levels of reflection about their 

own professional practice, and also about the practice of the other adults 

and mathematics. This manifested initially through the individuals’ 

exposure to new pedagogical tools, She showed me the curriculum, the 

Nelson Mathematics Books and some software and I showed her my 

daybook and numeracy program. It was then noticeable in what was 

emerging through this exposure; I was in awe of all the documentation and 

expectations of the children compared to preschool and I’ve been reading 

to make sense of what I’m seeing. And finally, in what resulted from this 

experience, 

 

I feel that before I worked this way I did not dedicate much focus on 

numeracy in my program. But I didn’t realise that it was not a big 



 
 
 

209 | P a g e  
 

focus until I worked this way with the school and the parents. This 

work made me really think about numeracy in my program so I think 

that this was a benefit. 

 

Professional Learning was also evident in adult discoveries; We 

have also discovered that most of the children are already doing the things 

we do in term one and in individual assertions such as; It gave me so many 

new ideas and I have learnt a lot from Jenny, I hope she’s learnt a lot too. 

 

Experiencing Challenge and Barrier 

Collaboration is an ambiguous process that can be fraught with 

both challenge and barrier (Fuentes & Spice, 2015). In this inquiry, 

challenge and barrier was experienced individually and collectively, and 

emerged primarily through systemic structure and demand. This involved 

meeting workload expectations, I am flat out with concert celebrations at 

both sites and I’m still juggling both programs and navigating the systemic 

structures that individuals experienced, There might be another teacher 

who will be teaching prep and, She said that she was currently under a lot 

of stress because she was applying for her job and VIT registration. Such 

challenge and barrier stole motivation and focus away from the 

collaboration with one educator suggesting that she just found it hard to be 

motivated until [she] actually knew that [she] would be at the school 

teaching prep, then [she] was like go, go, go. [She] couldn’t get enough 

information, and also in one parent withdrawing from the work due to 

changing circumstances. 

 

5.8.2 Recognising 

The process of recognising emerged as a theme within the data, 

and primarily involved recognising feelings about experiences, and also 

recognising similarities and differences across and between the different 

contexts. The process of recognising was different to the process of 
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positioning in that it was focused on acknowledgement rather than 

judgment. For example one educator acknowledged: we do a lot of the 

same things at preschool as home. We cook, we draw, we’ve got the 

wooden clocks it’s all very similar.  Another explained, I guess we just had a 

different way of working. We’re just different that’s all; our practice was 

just different too. Recognising did not involve the same moral quality that 

was embedded in the notion of positioning (Andreouli, 2010), and was not 

based on assessment or critique of ‘the Other’ but rather focused on 

notions of sighting, noting and remarking.  

 

5.8.3 Reflecting 

According to Roessger (2015), the term ‘reflection’ is contentious 

with no unified definition evident within the research literature. In this 

inquiry, reflection is defined as looking back, thinking about and analysing 

experiences. It involved thinking about what was learned, I learned so 

much. It sort of gave me the bigger picture and also thinking about what 

was learned through the experiences that were encountered, I started to 

think about what information the school would use this year. It also 

involved thinking about and analysing existing practice, including exploring 

what could be done differently in the future, I feel I need to do more 

individual documentation and have made myself a goal to do it this year. 

 

5.8.4 Sharing 

The theme of ‘sharing’ involved the adults sharing practice, sharing 

their work (working together), and sharing with one another (getting to 

know one another). For example when asked about the roles of the adults 

one educator responded, no one really had a role or had certain things that 

they needed to do, we just sort of all shared information. In relation to 

getting to know one another it was suggested, at first it was awkward but 

now we are really beginning to gel and learn about each other.  
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5.8.5 Investigating, Naming and Noticing Mathematics 

Prior to sharing data with the consultant, the theme of 

investigating, naming and noticing mathematics was presented as three 

different themes. Feedback offered during consultation suggested that the 

notions of investigating, naming and noticing mathematics were 

intertwined, and were often represented together within the data. This 

resulted in regrouping these themes under one larger theme that better 

reflected the relationship between the different ideas. Investigating 

mathematics involved supporting mathematics, learning about children’s 

mathematics, communicating about mathematics, and exploring 

similarities and differences in mathematics across contexts (with most of 

this investigation focusing on naming and noticing mathematics). For 

example when one educator suggested, Well now I know that both of these 

children can count beyond ten, I’ll be trying to find out if that is the same 

for the other kids she was naming and noticing mathematics but also 

communicating that she was planning to investigate mathematics further.  

 

5.8.6 Supporting Children 

Supporting children was a key idea that emerged in the data, and 

involved and incorporated a variety of activity. This activity included 

building on what children know, and supporting continuity across and 

between contexts, but it also involved preparing children for school. It 

included relational aspects of support, such as getting to know the 

children, and also involved supporting the wellbeing of children as they 

travelled between and across contexts. In this inquiry, supporting children 

also involved meeting departmental requirements such as writing 

transition statements and planning and delivering transition sessions, as 

well as communicating information that would assist in such support. 
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5.8.7 Navigating Their Own Transition 

As adults came together to support the mathematical 

understandings of children during the transition to school, what became 

evident was that they too were navigating their own individual transitions. 

This navigation involved coming to terms with changing roles, I am starting 

to feel like I’m working across the two contexts. Sort of like we’re just 

teachers of these kids not really a primary and kinder teacher, the 

experience and navigation of changed relationships, [The FYS teacher] told 

me that she had not heard from Judy since last year. She had not heard 

from Jane either, and understanding and working through their own lived 

experiences,  

This year I feel like I hit the ground running. I think that in the past 

we’ve gone over a lot of things that we didn’t need to cover and spent 

too much time trying to assess what they know. This year I didn’t 

need to do that, it was really good. 

 

5.8.8 Managing the Everyday  

Managing the everyday was defined as how individuals negotiated 

the day-to-day workings of coming together. This involved understanding 

curriculum across contexts, We have to move pretty quickly through the 

curriculum, making the effort and being in the moment, You have to be 

willing to make the effort to get the rewards, taking the time to learn about 

the contexts in which children live and learn, I usually focus on how they 

learn, not on what they learn so it took extra time for me to be able to think 

this way and learning to work within the constraints of time, It was so hard 

to find a time when everyone was available so we decided to just go with 

the flow really. 

 

5.9 Facilitators and Restrictors 

In relation to adults coming together, there were also what could 

be described as facilitators and restrictors, evident in each of the themes 
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identified. Restrictors appeared to come from wider influences and 

demands, for example one educator having to re-apply for her position, 

another feeling the pressures of working across two different contexts, and 

also the demand of meeting the systemic requirements of the transition to 

school (writing transition statements and planning state-wide transition 

days). These restrictors acted as roadblocks and barriers, and at different 

times throughout the inquiry impacted on individual’s capacity and 

motivation to engage with others.  

 

Facilitators also emerged within the inquiry and were primarily 

embedded in the actions of coming together, and getting to know one 

another. However, they also emerged through the focus on mathematics 

and also through the affordance of wider support. For example one adult 

explained, it was like we had something really relevant and interesting to 

talk about, something common I suppose. Wider supports were evidenced 

through the actions of principals and colleagues the two teachers are 

spending extra time in each other’s contexts. The principal has been 

releasing the FYS teacher, and the FYS teacher’s colleagues and principal 

are very supportive. 

 

These facilitators and restrictors were recognised as embedded 

within each of the themes identified rather than as standalone themes 

within the data. Both facilitators and restrictors impacted on how the 

adults came together in different ways so they too are important 

considerations.  

 

5.10        Summary 

The analysis presented in this chapter begins the process for 

answering the first research question under inquiry - What processes do 

adults engage in, and with, to establish and maintain relationships that 

focus on the mathematics learning of children as they make the transition 
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to school? Ten themes were identified through the qualitative analysis 

presented, and although they provide insight into the processes that adults 

engaged in, they only form the basis for identifying and understanding the 

processes.  

  

In the following chapter this analysis is built upon by developing the 

ten themes presented in this chapter into theoretical constructs. This 

involves moving “the analysis from the description of subjective experience 

found in repeating ideas and themes to a more abstract and theoretical 

level” (Auerbach & Silverstein, 2003, p. 67). It is achieved by drawing on 

the conceptual framework of the Cultural Interface (Nakata, 2002, 2007a).  
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Chapter 6 – Retrospective Analysis (Part 2) 

 Part 2 

6.1 Orientation 

In the previous chapter the first part of the second stage of analysis 

(post-intervention) was presented. In this chapter, the second part of this 

second stage of analysis is outlined.  

 

6.2 Introduction 

The interactions and social exchanges that take place between 

individuals do not constitute relationship; relationship is what emerges 

through the space that is created by coming together. The interactions and 

social exchanges that take place within this space are the building blocks 

for relationship (Hartup & Laursen, 2014). Nakata describes this space as 

the Cultural Interface: “the contested space between two knowledge 

systems” and the space in which “we come to know and understand our 

changing realties in the everyday [including] how and what knowledge we 

operationalise in our daily lives” (2007a, p. 9).  The Cultural Interface 

provides a way to move beyond the examination of individuals and 

individual differences, and into the spaces that are created through the 

individuals coming together. 

 

In this inquiry the Cultural Interface provided a way to examine the 

themes that arose from the previous analysis. It provided a conceptual 

framework in which to identify and understand the processes that 

individuals engaged in, to establish and maintain relationships that focus 

on the mathematics learning of children as they make the transition to 

school, to ascertain if adult relationships support the mathematical 
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learning of children as they make the transition to school, and to 

determine how the information about these processes can be used to 

guide future ways of forging and maintaining adult relationships as children 

make the move to school.   

 

6.3 Moving Beyond Themes 

Relationships emerge through an infusion of time (past, present 

and future), and also through regular negotiations that are constantly 

shifting and changing. Through these regular negotiations “people 

discard and take up different ways of understanding, being and acting in 

a complex and changing environment” (Nakata, 2007b, p. 208). By 

examining the interface that is created when individuals meet, the 

emergence of differing relationships can not only be identified, but also 

understood.   

 

The analysis presented in this chapter moves beyond the 

description of repeating ideas and themes, “to a more abstract and 

theoretical level” (Auerbach & Silverstein, 2003, p. 67). The purpose of this 

analysis was to examine the themes that emerged from the earlier 

analyses through a framework of convergence - the theoretical lens of the 

Cultural Interface. It involved firstly examining the themes that emerged in 

the study through the Cultural Interface (re-examining the data through 

the theoretical framework of the Cultural Interface), and then drawing on 

this analysis to derive the theoretical constructs.  

 

According to Nakata (2007b), “the term Cultural Interface…is not 

restricted to cultural specificities” (p. 198).  It is a space that is occupied by 

“many shifting and complex intersections between different people with 

different histories, experiences, languages, agendas, aspirations and 

responses” (Nakata, 2007b, p. 199). In this inquiry, the Cultural Interface is 

the space that was created through the implementation of the 
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intervention. My interest and the foci of analysis lie in what emerged 

within, through and because of this space.  

 

6.4 Developing Theory 

In the previous chapters, two levels of data analysis have been 

presented, the first was the analysis that took place as the intervention 

was implemented; the second analysis (Part 1 of Level 2) involved firstly 

determining text-based categories, and then organising these categories 

into coherence-based themes. In the analysis presented in this chapter the 

theoretical framework of the Cultural Interface is drawn upon to further 

develop the themes identified in the previous analysis “into theory driven 

constructs” (Auerbach & Silverstein, 2003, p. 143).  

 

Although the data analysis is presented as a sequential linear 

process it should be noted that all three levels of analysis have involved 

continuous revisiting and revising. This has involved commencing with 

different starter ideas to identify repeating ideas, reorganizing the data in 

various ways that reflect other coherence-based themes, and drawing on 

the theoretical framework of the Cultural Interface in different ways to 

develop the theory-driven constructs. It has been a cyclic process in which 

various iterations have emerged. What is presented in this thesis can be 

considered as the most recent analysis. 

 

In the previous chapter ten themes were developed: 

 Self-Positioning 

 Engaging in Professional Learning 

 Experiencing and Overcoming Challenge and Barrier 

 Recognising 

 Reflecting 

 Sharing 

 Investigating, Naming and Noticing Mathematics 
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 Supporting Children 

 Navigating Their Own Transition 

 Managing the Everyday 

 

The analysis presented in this chapter considered these themes 

within the theoretical framework of the Cultural Interface. It also drew on 

other research literature to make sense of what emerged. The first theme 

was used as a ‘starter’ to group other themes together. This level of 

analysis can be described as a ‘top-down’ process that involved drawing on 

the Cultural Interface to organise the themes, but also a ‘bottom-up’ 

process whereby the theoretical framework needed to be supported by the 

themes that were being examined (Auerbach & Silverstein, 2003). The 

analysis generated four constructs:  

 

Locating the Contextual-Self 

Self-Positioning - Navigating their own transition  

 

Meeting and Understanding Difference 

Recognising – Reflecting – Experiencing and Overcoming 

Challenge and Barrier 

 

Compromising and Consolidating  

Engaging in Professional Learning - Managing the Everyday  

 

Transforming and Transcending 

Investigating, Naming and Noticing Mathematics - Supporting 

Children -Sharing 

 

In the following section, the organising principles and reasoning 

behind the development of each construct is explained. The constructs are 

dealt with separately, even though their development was simultaneous. 
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6.5 Locating the Contextual-Self 

Self-positioning was a theme that emerged in the data across all 

participants. This involved noticing and positioning the ‘Other’ and also the 

development of perception of ‘Other’. It was also embedded in the notion 

of context and closely linked to navigating their own experience of 

transition and a change in role within the new context with new people. 

Nakata explains that when different people come together what emerges 

between them is a complex space of convergence and divergence where 

different realities of the everyday intersect, come together, sit alongside 

one another, and both diverge and collide (Nakata, 2010). It is through 

such convergence and divergence that the identity of people is enacted, 

developed and transformed (Nakata, 2010). In this inquiry, self-positioning 

and navigating change lay in this experience, and it was through these 

experiences that new identities were formulated. 

 

Harris, Carlson, and Poata-Smith (2013) describe identity as a 

construct that is both relational and contextual; relational because it is 

“reflexively produced in interaction with others” but contextual in that it is 

“constituted differently in different historical and cultural contexts” (Harris 

et al., 2013, p. 3). Most people have multiple identities that are enacted in 

different contexts, with different people, at different times, and that 

evolve and emerge over and throughout lifetime (Harris et al., 2013). 

Through these interactions, identity is “ephemerally or enduringly mutated 

by situational factors” (Vaughan & Hogg, 2002, p. 92) as people come to 

know, learn about, and position themselves in different ways, with 

different people, in different social contexts. The theme of self-positioning 

that emerged in the data reflected this notion. 

 

When people come together, they do so through a web of shifting 

and complex interactions that are regulated by different contextual factors, 
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and that are embedded in “different histories, experiences, languages, 

agendas, aspirations and responses” (Nakata, 2007b, p. 199). In this inquiry 

such interactions involved intersections of different layers that were 

comprised of both the historical underpinnings of the individual but also 

the historical underpinnings of the different ‘education-based’ roles that 

each person within the inquiry - FYS educator, PTS educator, and first 

educator (parent) - brought to the meeting. It also involved noticing the 

role of the ‘Other’ and positioning self and ‘Other’ within the new context. 

It is through these intersections and non-intersections that a sense of 

contextual-self emerged.  

 

The self is “defined in terms of relationships with others and is 

therefore construed with reference to the specific context in which one 

meets significant others” (Kuhnen, Hannover & Schubert, 2001, p. 399).  It 

is also embedded in the notion of role, in that a role’s centrality to self will 

affect how that role is enacted, and in turn define and shape the concept 

of self in a specific or particular context. A role can be defined as “a pattern 

of behaviour (thinking, feeling, doing) enacted by a person occupying a 

particular position or doing a particular job” (Tyson, 1989, p. 45).  Allen and 

Evert van de Vliert (1982) suggest that when self is central to role, the 

significance of the role to self increases and that the opposite occurs when 

self sits on the periphery of role. This was observed when two of the 

educators had some uncertainty around their role for the following year 

and articulated by one of these educators as I just found it hard to be 

motivated until I actually knew that I would be at the school teaching prep, 

then I was like go, go, go. I couldn’t get enough information. 

 

In this inquiry, the adults involved in the lives of young children 

came together through their own pre-existing roles (PTS Teacher, Parent, 

FYS Teacher), they were also asked to perform a specific role - work 

together to identify and support the existing mathematical understandings 
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of children - and to enact this role whilst coming together with new people 

and new information. This was a complex undertaking that involved a 

succession of forward movements integrated with several pauses or 

reflections that were often mediated through the team meetings. It 

involved individuals navigating their own experiences of transition and 

coming to understand changes in relationship. It was also embedded 

within the action of finding the contextual-self. 

 

In order to explain what is meant by the contextual-self, a contrast 

can be drawn from other forms of self that emerge through social 

interaction. According to Vandenberghe and da Silveira (2013) these 

different forms of self can be best understood and described in three ways; 

self-as-content, self-as-process and self-as-context. Self-as-content centres 

around notions of “what we hold to be true about ourselves” 

(Vandenberghe & da Silveira, 2013, p. 161) and involves how individuals 

are constrained or facilitated by and through such understandings. In 

contrast, self-as-process is the experience or process of self, and can be 

best understood as the ongoing moment-by-moment responses and 

experiences that are embedded within everyday life. These responses 

include the assessments, evaluations and understandings that people 

interlace with and around their experience, including their own ‘socially 

endorsed’ responses to both concepts and rules (Vandenberghe & da 

Silveira, 2013).  

 

Self-as-context is the third sense of self and is defined as “the 

perspective from which someone sees his or her content and process” 

(Vandenberghe & da Silveira, 2013, p. 161). It involves developing a “richer 

awareness of the experience surrounding an event, allowing a better 

appreciation of viable alternative ways of connecting to it” (Vandenberghe 

& da Silveira, 2013, p. 161). It is embedded within reflection and can be 

likened to a transcendent sense of self that emerges through deictic 
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relations (me-here relations) or relations that are specified by the 

perspective of the individual (Vandenberghe & da Silveira, 2013).  

 

In this inquiry, the process of locating the contextual self, involved 

self-positioning (self-as-content), and also each individual navigating and 

understanding their own transition experiences (self-as-process). It also 

involved experiencing and understanding self in the ongoing moment-by-

moment responses and experiences that emerged through the interface, 

and developing a richer awareness of experience (self-as-context). These 

different forms of discovery involved individuals learning about, and 

navigating new experiences, as they each negotiated their own unique 

experience of transition. It also involved understanding what was emerging 

at the interface and evaluating and making sense of others’ experience and 

interaction. This was observed throughout the progression of the 

intervention and, particularly, in research team meetings where individuals 

appeared to be examining and evaluating their existing ways of teaching 

mathematics as they came into contact with new ways and new ideas. This 

was particularly evident at Site 1 where in early research team meetings 

the FYS teacher was adamant that the mathematics found in the different 

sites was different, and then in latter meetings suggested that in planning 

to support mathematics the team tried to keep it all the same, the 

materials, everything. 

 

Locating the contextual self was what emerged through the 

interface. It was the point in which different individuals moved toward a 

“richer awareness of the experience” (Vandenberghe & da Silveira, 2013, p. 

161) and in doing so, both realised and appreciated what could be 

achieved through coming together. It was a redefining of role through the 

intersections of experience and interaction. Examples of this notion were 

found in diary entries: I am starting to feel like I’m working across the two 

contexts. Sort of like we’re just teachers of these kids not really a primary 
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and kinder teacher; and also in comments during research team meetings 

such as: you can’t see parents as problems. You have to really believe 

they’ve got something to offer.   

 

Locating the contextual-self, involved each person being in “a 

constant state of process” (Nakata, 2007b, p. 199) whereby they were 

navigating the different elements of the interface and the myriad of 

intersections that emerged as the intervention unfolded (Nakata, 2007b). 

This was evident in the perceptions that emerged toward the end of the 

intervention: we were supposed to work together; and also in the 

descriptions of the relationships offered by participants: I suppose they [the 

parents] were contributors. It was also evident in the ways that each of the 

individuals began to position themselves and others: I mean who am I to 

tell her what to do?  Nakata suggests that it is through such processes that 

self is both analysed and re-made (Nakata, 2007b). 

 

6.6 Meeting and Understanding Differences 

Recognising, reflecting and experiencing and overcoming challenge 

and barrier were three themes that emerged in the data. Recognising 

involved the recognition of same and different, and also the recognition of 

feelings about these notions. Reflecting was closely linked to recognising, 

in that it involved thinking about self in relation to sameness and 

difference, and also in relation to what was being experienced. The theme 

of overcoming challenge and barrier was linked to recognising in that 

individuals recognised sameness and difference as either opportunity or 

challenge, and sought out ways either to overcome or harness such 

challenge or barrier.  

 

Nakata (2007b) suggests that meeting and understanding 

difference moves beyond intersection in that there are “multiple points of 

intersecting trajectories” that are dynamic in nature and created from, and 
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by, “the intersections of time, place, distance, different systems of thought, 

competing and contesting discourses within and between different 

knowledge traditions, and different systems of social, economic and 

political organization” (p. 199). He suggests that, although the different 

intersections are important, it is not these intersections that create 

difference. Rather, it is the space that emerges through such intersections 

in which difference can be seen and understood.  Achieving this 

understanding requires recognising, reflecting on, and understanding the 

notion, that self is defined “primarily in our difference to others” (Nakata, 

2007b, p. 197).  

 

In this inquiry, meeting and understanding difference not only 

involved coming into contact with different contexts and different people, 

but it also involved recognising, reflecting about and coming to understand 

and appreciate difference. This was evident at different stages of the 

intervention where individuals were able to recognise and name 

difference: our practice was just different and I guess we just had a 

different way of working. It was also evident in the way individuals made 

sense of, and came to terms with difference: It was good to be exposed to 

these different types of things that schools use because then you 

understand what they are talking about.  

 

Part of understanding difference also involves understanding how 

the self experiences difference through his/her “own interpretive lens” 

(Daanen & Young, 2013, p. 131). According to Vaughan and Hogg (2002), it 

also involves understanding the different contextual and situational factors 

that bring self into play. Nakata (2007b) describes this action as the “lived 

position”, or the space where “people make and remake themselves as 

they encounter competing and changing traditions” (p. 212). He elaborates 

further by suggesting that “[p]eople act in these spaces, drawing on their 

own understandings of what is emerging all around them, drawing on 
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collective understanding, drawing on historical ways of understanding” (p. 

201). Overcoming challenge and harnessing opportunity is a part of this 

process. 

 

As the intervention unfolded, meeting difference was explicitly 

linked to understanding and coming to terms with difference, and explicitly 

tied to notions of overcoming challenge and harnessing opportunity 

(although coming to such understandings was an individual experience, 

and therefore it emerged in different ways). For example there was 

acceptance of difference: I guess we just had a different way of working; 

moving beyond difference: we’ve actually found out that we do a lot of 

things the same way; and evidence of learning through difference: it was 

good to be exposed to these different types of things that schools use 

because then you understand what they are talking about. It gave me so 

many new ideas. Meeting and understanding difference was closely linked 

with locating the contextual-self in that it too was intimately entwined with 

notions of moving toward a “richer awareness of the experience” 

(Vandenberghe & da Silveira, 2013, p. 161).  

  

6.7 Compromising and Consolidating 

Engaging in professional learning and managing the everyday were 

two themes that emerged across all participants. According to Nakata 

(2007b), people change and adjust according to different social 

relationships and also the different social experiences that they encounter. 

It is through this experience that they come to produce, use, discard and 

adapt knowledge to meet the demands of everyday life. Nakata defines 

this action as “both the personal space and the civic space — the place 

where we make sense of our individual and collective experience…. a lived 

location” (Nakata, 2007b, p. 210).  Participants involved in this inquiry were 

straddling both the civic and personal space in that they came to the 

inquiry through their own existing roles, and therefore were managing 
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their own ‘everyday’, whilst simultaneously coming into contact with new 

experiences through their new role with others. This new experience also 

involved professional and personal growth as individuals came to 

understand and work with difference. 

 

The adults that support young children’s learning as they make the 

move to school have a complex role to play. On the one hand they are 

focused on supporting the learning and wellbeing of children and the role 

they play in this process. On the other hand, they are navigating and 

negotiating new experiences, interactions and roles, and coming into 

contact with new ideas. Nakata suggests “that the constant ‘tensions’ that 

this tug-of-war creates are physically experienced, and both inform as well 

as limit what can be said and what is to be left unsaid in the everyday” 

(Nakata, 2007b, p. 216). 

 

In the inquiry presented in this thesis, there was evidence of these 

tensions in the everyday of individuals, particularly in relation to some of 

the systemic and individual pressures that emerged as the intervention 

unfolded. The fact that both FYS teachers had some uncertainty around 

their roles the following year was indicative of this notion, and shaped 

what emerged in the everyday. This was more evident at Site 2 where the 

educator suggested: I just found it hard to be motivated until I actually 

knew that I would be at the school teaching prep.  

 

Time was also a factor that emerged as a tension in the everyday 

that was experienced by individuals. Both PTS teachers were negotiating 

the demands of working across two different contexts: I’m still juggling 

both programs; I am flat out with concert celebrations at both sites. One 

parent withdrew from the inquiry due to a lack of time to participate. 

There were also wider constraints embedded in the everyday that 
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impacted on the individual’s work together: I am in Melbourne on 

Wednesday with a PD; we might have some industrial action coming up.  

 

Tensions that emerged at the interface demanded that individuals 

maintained continuity with their existing positions and day-to-day 

happenings, whilst at the same time negotiating and coming to terms with 

new positions, interactions and understandings. Comments such as: last 

year was all about surviving and researcher field notes that recorded: she 

communicated that she is in survival mode provided some insight into how 

some of the individuals in this inquiry might have been managing these 

tensions. Such tensions contributed toward shaping the conditions for 

interaction, including the “thinking, understanding, knowledge, identities, 

history and change” that emerged and that developed through “a constant 

state of process” (Nakata, 2007b, p. 199).  

 

As people interacted and negotiated their everyday, they were also 

embedded within the constant tension and negotiation of new interactions 

and experiences as they unfolded over time. According to Nakata (2011a), 

these tensions, along with individual agency and the locale of the learner, 

shape what emerges through the interface, and nurture the action of 

‘becoming’ as it plays out over time. Existing “ways of knowing, or the 

residue of those that [individuals] bring from pre-contact historical 

trajectory inform how [individuals] think and act, and so do” (Nakata, 2002, 

p. 4). In this inquiry, the roles that each individual brought to the interface 

held this residual knowledge, and were enacted in different ways. This 

enactment included careful navigation and negotiation as existing ways of 

knowing and doing were both compromised and challenged. It also 

involved maintaining ‘old ways’ whilst examining and opening up to new 

ways. It was deeply embedded in professional learning through the 

examination of own practice and by examining new ideas and concepts as 

they were presented: I would not want to give structured maths lessons but 
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rather use maths terminology or concepts in discussions and record 

children’s knowledge and also in comments that represented personal 

learning: I never thought about it like that. 

 

Nakata suggests that that when people come together they are 

“drawing on their own understandings of what is emerging all around 

them, drawing on collective understanding, [and] drawing on historical 

ways of understanding” as they come to learn and unlearn a variety of 

phenomena (Nakata, 2007b, p. 201). In this inquiry, this learning and 

unlearning was complicated in that each of the people involved in the 

inquiry held membership of a ‘collective’ through the roles that they 

brought to the interface. In some ways these roles set up priori conditions 

and established a particular locale for the ways in which each individual 

(FYS teacher, PTS teacher, parent) might engage in the intervention and 

with one another (Nakata, 2011b). However, it was also something that 

appeared to shift and change as people came to know one another, and 

compromise and consolidate new understandings. 

 

6.8 Transforming and Transcending  

Nakata (2007b) explains that through coming together, people 

“make judgments and move forward, finding ways to maintain themselves 

and/or their community in the changed circumstances” (p. 206). This shift 

forward involves managing change. It also involves the maintenance, 

construction and reconstruction of multiple narratives as they remain 

consistent or are reoriented in different ways. According to Nakata this 

process “is the stuff of the everyday where individuals, families, groups and 

communities transmit important values by reconstructing them if 

necessary into different forms and practices” (Nakata, 2007b, p. 206).  

 

The interface that emerges when people come together is “overlaid 

by various theories, narratives and arguments that work to produce 
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cohesive, consensual and co-operative social practices…” (Nakata, 2007b, 

p. 199). These overlays were evident in the theme of Sharing and included 

the rhetoric around educators working with families, the narratives about 

the roles of individuals, the mathematics learning of young children, and 

the structure and purpose of the intervention. 

 

These varying overlays shaped what emerged through the interface 

in different ways. The research team meetings shaped this emergence 

further as different questions were posed, answered and thought about. 

Through this shaping, and the various overlays within the interface, many 

“cohesive, consensual and co-operative social practices” emerged (Nakata, 

2007b, p. 199). Such emergence took place through research team 

meetings, but it also took place in the happenings of the every day. It 

involved the sharing of practice: [b]oth teachers talked openly about their 

own settings and also shared information about what they knew of each 

other’s setting; the transfer of information: [s]ome of the parents told us 

that they were worried that their children couldn’t write the numbers; and 

exposure to new knowledge: Valerie was able to tell me what the next step 

was, you know what sort of things she would do at school with them next 

year.  

 

As the intervention unfolded, social practices appeared to move 

beyond the adults’ needs in that the knowledge and information that was 

shared between people and contexts came to be drawn upon for the wider 

benefit of children. The adults were able to draw on what was experienced 

at the interface to make “choices according to the particular constraints 

and possibilities of the moment” (Nakata, 2007b, p. 201) and to move 

beyond self and difference, toward naming and noticing mathematics, and 

also supporting children.  This transformation was evident in the changes 

in thinking that transpired: [m]y training focused on how they learn maths, 

rather than what maths they learn, so it’s been good to be re-focused on 
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the maths they learn; and in the changes in practices that emerged: I think I 

am looking for it [mathematics] more; and I’m adding to the statements to 

include details about the children’s maths. It was also evident in what the 

adults came to notice: [t]hese kids just seem so switched on when it comes 

to mathematics and [t]heir maths skills are incredible and we see them do 

something new every day. 

 

6.9 Final Level of Analysis 

In the preceding section, insight into the organising principles and 

reasoning behind the development of each of the constructs was 

explained. These constructs provide insight into what the individuals 

involved in the inquiry did to establish and maintain relationships that 

focus on the mathematics learning of children as they make the transition 

to school. However, the purpose of this inquiry was to gain insight into the 

how of the event. This demanded a shift in the focus of analysis from what 

happened to how it happened. This shift is detailed and the final level of 

analysis is presented.  

 

6.9.1 Identifying and Explaining the Processes 

In this inquiry, what happened as the adults in the lives of young 

children came together to support the mathematical learning of these 

children has been an important consideration. The four constructs that 

have emerged through analysis thus far, and detailed on page 218 have 

provided understanding into the actions of the collective and different 

individuals within the inquiry, at different stages of the project. Whilst such 

analysis has provided a solid foundation from which to begin 

understanding the processes involved in establishing and maintaining 

relationships that focus on the mathematical learning of children as they 

make the transition to school, it has not provided an understanding of the 

specific processes that transpired at the interface. Gaining this 
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understanding demanded a shift in analysis from what happened to how it 

happened.  

 

My initial attempt for conducting the final level of analysis was to 

draw on each theoretical construct identified (locating contextual self; 

meeting and understanding difference; compromising and consolidating; 

and transforming and transcending) independently to retrospectively 

examine different sections of the data. My reasoning for doing so was to 

highlight, and then explicate the specific processes that emerged within 

each construct. 

 

However, when re-examining the themes that fell within each 

construct it became evident that each theme, with the exception of the 

construct of transforming and transcending, could also be considered 

within the construct of locating the contextual self. For example, engaging 

in professional learning emerged in the construct of compromising and 

consolidating, but it also involved reflecting on existing practice as new 

information was encountered. Similarly, the themes of recognising, 

reflecting and overcoming challenge and barrier were what defined 

meeting and understanding difference. However, they could also be 

considered as different ways of locating the contextual self.  

 

This discovery prompted me to think more deeply about the 

theoretical constructs identified in the previous analysis, and how they 

might come together to conduct the final analysis.  

 

Reconceptualising the first two theoretical constructs identified in 

the previous analysis as embedded in the construct of locating the 

contextual self, and transforming and transcending as an outcome of this 

action, highlighted the stages of adult relationship by positioning each 

construct in time. When re-examining the different themes within each 
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construct it was evident that although the themes might not have emerged 

within the data linearly, the relationships that emerged did. The first stage 

of relationship was meeting and understanding difference, the second 

stage of relationship was compromising and consolidation, and the final 

stage of relationship was transforming and transcending. The first two 

stages of relationship were connected as individuals came to terms with, 

and worked through difference. The third stage of relationship was the 

outcome of the first two stages. 

 

Locating the contextual-self was at the centre of the first two stages 

of relationship and involved individuals finding a sense of agency within the 

cultural interface. Once this agency was found, and the contextual-self 

established within the interface, individuals were able to move toward the 

next stage of relationship, which was transforming and transcending. This 

stage of relationship involved drawing on what was experienced during the 

first two stages of relationship to move beyond self.  

 

Recognising that locating the contextual-self was at the core of the 

first stages of relationship, that this action was embedded in time, and that 

transforming and transcending was an outcome of this action, narrowed 

the focus of the last stage of analysis, which inturn resulted in a more 

effective way to identify process. Bell (2004, p. 21) suggests that the DBR 

analysis “hinges upon systematic interpretation of the social worlds of the 

participants”; the reconceptualisation of the constructs into interrelated 

stages of relationship was a way to build on the previous analysis and 

systematically interpret the relationships that emerged.  

 

The reconceptualised model is presented in Figure 6. The first two 

stages in relationship (meeting and understanding difference, and 

compromising and consolidating) are represented as connected and being 

embedded in the action of locating the contextual self. The third stage of 
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relationship is represented as the outcome of the action of the first two 

stages.  
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Figure 6 – Reconceptualising the constructs 
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6.10 Identifying and Explaining the Processes  

The final level of analysis involved drawing on the reconceptualised 

model to re-examine the data set. The first construct (meeting and 

understanding difference) represented the early stage of relationship and 

was embedded in locating the contextual self. When drawing on this first 

stage of the model to re-examine the data, the notion that relationships 

did not occur linearly was at the forefront of analysis. Therefore, all data 

were re-examined through this construct, not merely data that were 

collected in the initial stages of the project.  

 

This re-examination involved firstly determining text-based 

categories and then organising these categories into coherence-based 

themes. This process was repeated with the second and third construct, 

which represented the middle and later stages of relationship. However, 

once again all data were examined, not just data from the middle or later 

stages of the project.  Whilst the same analytical procedure was adopted 

(as in the previous level of analysis), the analytical lens now adopted was a 

lens of ‘how’ rather than a lens of ‘what’. The lens also took into account 

the notion that these stages of relationships were embedded in the action 

of locating the contextual self.  

 

In this analysis, processes are defined as “...a systematic series of 

actions (behaviours) directed toward goal achievement” (Cole, 1972, p. 

40). In this inquiry the goal that participants were aiming to achieve was 

supporting the mathematical learning of children making the move to 

school. 

 

6.10.1 Meeting and Understanding Difference 

The three processes that emerged in the first stage of relationship 

were communicating, clarifying and knowing. These processes represent 
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the series of actions that the adults engaged in when coming together to 

support the learning of children. Coming together was recognised as 

extending beyond the initial meeting. 

 

Table 29 provides an example of the analysis undertaken to derive 

these three processes.  

 

Table 29 – Example of Identifying the Themes 

Meeting and Understanding Difference  

Both teachers talked openly about their own settings and also 
shared information about what they knew of each other’s setting 
(RFN).  
They told me that they had spoken about the transition sessions 
before the project started and had some clear ideas as to how the 
sessions might be structured (RFN) 
The FYS teacher and PTS teacher had a conversation at the 
transition network meeting (Email). 
The teachers spoke about the mathematics in each other’s settings 
(Email) 
They were laughing and joking throughout the team meeting 
(Email) 
Today we shared all of our observations and just talked about 
everything that we had seen (Diary)  
Just sitting down together today and sharing what we both do was 
so invaluable (Diary).  
Well we’ve just been spending time in each other’s settings, talking 
with the children, you know sharing things about maths, talking to 
the parents, getting to know everyone really (Team Meeting) 

Communicating 

I showed her my daybook and numeracy program (Diary)   

I told him that football is great for maths…he seemed so amazed 

that he was teaching his child maths by watching the football 
(Diary) 
Parents asked what maths they learnt at kinder so I explained about 
numbers, time, patterns, etc. in play (Diary).  
We’ve been looking at the ways we both work and seeing if there is 
anything we do the same (Team Meeting) 
I think the maths might still be the same, I mean they’re still 
counting aren’t they? And isn’t that the maths? The expectations 
are the practices aren’t they? (Team Meeting) 

Clarifying 

She communicated that she was getting a lot of ideas for her own 
teaching through her observations (Email) 
She was really enjoying the opportunity to get to know the children 
(Email)  
She said that she is learning a lot about what teachers do (RFN) 
Most of these kids are meeting some of the learning achievements 
already (Email) 
 I got a sense that she really felt that she knew [the children] well 
(RFN) 
I loved watching what she was doing. It gave me so many new ideas 
(Diary) 
I feel like I understand where the kids are going (Diary). 
I think these children are going to be really well supported next year 
(Diary) 
We’re getting to know what each other does (Team Meeting) 

Knowing 
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As the individuals came together to work, communicating with one 

another was an integral component of the interaction that took place. 

Although it was also a process that was embedded across the other stages 

of relationship, during these initial stages it formed the foundation for the 

relationships that developed. Communicating within the inquiry was 

primarily verbal and facilitated through regular contact and interaction, 

although email correspondence was also used. As the individuals came 

together to meet and understand difference, communicating was a 

receptive and expressive process. It provided a vehicle in which to share 

and receive information, including ways to learn about the ‘Other’ and to 

share about ‘Self’. 

 

As individuals were meeting and understanding difference, the 

process of communicating facilitated a way for individuals to both gain and 

share information. It also provided a way for individuals to make meaning, 

and come to understand the differences that were encountered. 

Communicating emerged through receptive and expressive exchanges that 

were embedded in interaction, and were located within the action of 

finding the contextual self. Nakata describes such exchange as a making 

and remaking of self, as competing and changing ways of being are 

encountered and then navigated (Nakata, 2008). 

 

Spaulding (2010) advocates that in order for new relationships to 

be forged, communication needs to be “an intentional practice”. He further 

suggests that such intentionality needs to be relentless, and that it is 

through “relentless communication” that new relationships grow (p. 8). In 

this study, the need to find the contextual self within the interface ensured 

that communication was an intentional practice. Finding the contextual self 

provided the individuals with an intrinsic purpose to communicate, and in 

turn ensured that they were active and intentional in the exchanges that 

emerged. The task of supporting the mathematical learning of children 
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provided the extrinsic purpose for communication, and also the 

opportunity for the relentlessness that Spaulding proposes as necessary for 

starting new relationships; it provided the adults involved in the study with 

a need for ongoing communication.  

 

Clarifying was the second process identified within the data, and 

although it was facilitated through communicating, it emerged as a distinct 

process. It was also embedded the action of locating the contextual self 

and determining new ways of being at the interface. The process of 

clarifying was ongoing. It fostered a sense of ownership, and also a sense of 

responsibility within the emerging relationship. It also provided a vehicle in 

which the adults could come to formulate an expectation of self, and also 

of others as the relationship emerged.  

 

Clarifying was identified in two ways in the data - clarifying one’s 

own role and context, and clarifying one’s existing ideas about the ‘Other’s’ 

role and context. In relationships that are forged in other settings (e.g. 

business or social work etc.) the clarification of role is generally achieved 

through structure, or defined by others in leadership roles. However, as 

the adults came together within the context of starting school, these 

structures were less defined, and the allocation of role by leaders was not 

evident. As a result, individuals engaged in the process of clarifying to 

determine such understanding. Nakata defines this process through the 

complexity of intersection within the interface, and suggests that it is 

through such process that different “aspects of knowledge are recognised 

or valued” (Nakata, 2008, p. 187). In this study, this also involved the 

development of a shared context as different contexts both came together 

and sat in parallel with one another.  

 

As individuals met and understood difference, the third process 

emerged - the process of knowing. In some ways this process was an 
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outcome of clarifying in that it involved the individuals identifying both 

similarity and difference. It was what emerged through clarifying, and can 

be explained or described as the construction of meaning over time. 

Relative to relationship, the process of knowing involved the generative 

construction of personal meaning about one another, and also about self, 

within a new and changing context.  

 

As individuals came together, the process of knowing extended 

beyond the introduction of new information and new people. It involved “a 

complex nexus between ‘lived experience’ and discursive constructions 

that play[ed] out in many shifting intersections” (Nakata, 2008, p. 210). 

Such intersections involved different contexts, resources and practices, and 

also different people and lived experiences.  

 

The process of knowing was how individuals made personal 

meaning of new information. Within relationship, this involved 

determining what information was relevant to self, what information was 

useful to self, and also what information could be discarded. It also 

included determining what information was relevant, useful or irrelevant 

to the relationship that was emerging. As people came to know they began 

to change, and the relationships between people appeared to grow. This 

was evident in a variety of data sources but was particularly evident in 

diary data where individuals appeared to share and reflect on a “trajectory 

of experiences” over time (Iida, Shrout, Laurenceau, & Bolger, 2012, p. 

279).  

 

6.10.2 Compromising and Consolidating 

The next stage of relationship was the component that moved 

beyond meeting and understanding difference, and toward establishing 

effective ways to co-exist and work together. The processes identified at 

this stage of relationship were sharing, receiving and reflecting.  
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Table 30 provides an example of the analysis undertaken to derive 

these three processes.  

 

Table 30 – Example of Identifying Themes 

Compromising and Consolidating  

PTS getting a lot of ideas for her own teaching through her 
 Observations (Email) 
Both teachers talked openly about their own settings and  
also shared information about what they knew of each  
other’s setting. (Email) 
Parents are noticing a lot of mathematical learning 
and are starting to talk about what they do at 
 home (Team Meeting) 
They bounced ideas off each other and even 
 seemed to be finishing each other’s sentences or 
 building on what each other was saying (RFN) 
 

Sharing 

This seemed to provide them with an opportunity to clarify what 
mathematics looked like and how it was taught in their settings 
(Email) 
The parents were provided with an opportunity to 
 contribute and the teachers had time to listen to 
 them (RFN) 

Receiving  

The PTS teacher told me that she is really starting to notice the 
mathematical learning in her setting. She said that she hadn’t really 
thought about what they do in a ‘mathematical’ way. It was just 
what they always do. (RFN) 
She is learning a lot about what teachers do and is 
 thinking about studying (RFN) 
(PTS teacher] thank you for the opportunity to work  
closely with the school (Email) 
It gave me so many new ideas. (Diary) 
 

Reflecting 

 

 

Sharing involved acting on what the individual had come to know by 

using this knowledge to explore common ground. This exploration 

encompassed both resource and practice, and involved each individual 

using what had been learned, to determine what could and might be 

shared. This process was linked closely to the process of receiving, but was 

distinct in that the process of receiving involved drawing on what had been 

learned to understand what had been shared.  

 

In this inquiry, the process of sharing emerged as a significant 

building block for building relationships. That is, as individuals came into 

contact and interacted with one another, sharing appeared to deepen 

these interactions, and in turn develop the capacities of individuals to forge 



 
 
 

241 | P a g e  
 

Team Meeting 1 

Team Meeting 3 

and maintain relationships. Sharing extended beyond the transmission of 

information by fostering trust, mutuality and collaborative communication 

between the individuals.  

 

As individuals engaged in the process of sharing they appeared to 

come together. This was recorded in the shifts of language that emerged in 

research team meetings (from ‘I’ to ‘we’) but also in the video recordings 

of these team meetings. The video data of each of the team meetings 

recorded the physical process of coming together. This physical aspect of 

coming together is demonstrated in Figure 7 where participants went from 

looking straight ahead to facing and talking with one another. 

Figure 7 – Sharing in research team meetings. 

  

 

The process of receiving was closely linked to sharing. However, 

receiving also involved independently negotiating the individual 

experience of what was being shared. Receiving emerged as a 

prominent process in diary data, where individuals made meaning of the 

information that was received through interpreting it according to self. 

This was not a passive process but instead involved individuals actively 

making sense of what they were coming into contact with through their 

interactions. It also involved the filtering of information as individuals 

determined what was, and what was not, relevant to them or their 

experience.  
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Within relationship, the process of receiving also included 

‘receiving the person’. This was a complex process that unfolded over 

time, and that emerged in a variety of ways. It involved identifying 

sameness and difference between self and other, and also making 

meaning of this information (in relation to self). Within the study, 

receiving the person did not necessarily mean accepting everything 

about the person. It merely involved a preparedness to engage with 

person in their current or existing form.  This was demonstrated in the 

last research team meeting at Site 2 when the FYS teacher suggested 

that there were missed opportunities for mathematical learning in the 

ways in which the PTS teacher worked with children. Despite this 

observation both teachers worked together to support the learning of 

children. 

 

The process of reflecting evolved in different ways within the 

data. Initially individuals reflected on the new situations and 

interactions that they were encountering (in an attempt to make 

meaning of their experiences). This involved reflecting on self and 

context, reflecting on sameness and difference, and reflecting on the 

experiences and interactions that were taking place. It also involved 

understanding the feelings that emerged around the new experiences. 

At the core of this reflection was sense making in relation to self (as 

individuals found meaning of what was encountered). 

 

Later in the project individuals began to engage in the process of 

reflecting with a view to moving forward. This was the stage of 

relationship where individuals were beginning to think about the 

purpose of relationship, and actively engage in the action of meeting the 

design brief. It also involved drawing on the initial reflection and 

meanings that had been established through that reflection, with a view 

to moving forward. This shift in reflection was the moment in 



 
 
 

243 | P a g e  
 

relationship when individuals began to put difference aside and use 

what had been learned to move forward together.  

 

Korthagan and Vassalos (2010) explain this shift in the ALACT 

model as coming to an awareness of the essential aspects of action, and 

then using this awareness to guide further action. ALACT is an acronym 

for Action – Looking back at the action – Awareness of essential aspects 

– Creating alternative methods of action – Trial of alternative method 

(Korthagan & Vassalos, 2010). The ALACT model suggests that reflection 

is cyclical rather than hierarchical, and that people are actively involved 

in the reflective process. In relation to the data that emerged in this 

inquiry, the model provided a way to make sense of the different ways 

that the individuals engaged in the process of reflecting, and explained 

the shift in reflection that emerged in the data. 

   

6.10.3 Transforming and Transcending 

The processes that were identified in the analysis of the next stage 

of relationship were focusing, performing and analysing.  

 

Table 31 provides an example of the analysis undertaken to derive 

these three processes.  

 

Table 31 – Example of Identifying Themes 

Transforming and Transcending  

I feel that we are really getting to know one another (Diary) 
I think we work really well together. 
I am starting to feel like I’m working across the two contexts (Diary) 
 

Focusing 

Sort of like we’re just teachers of these kids not really a primary and 
kinder teacher. It feels good. (Diary) 
We have also discovered that most of the children are already doing 
the things we do in term one. (Diary) 
We’ve really looked at offering mathematical experiences the same 
way. I mean we know what they’ve been doing and what they know 
so we’ve tried to support it by making sure that they have the same 
opportunities to keep going with what they know. (Team Meeting) 

Performing 

It has been hard work but I think that we are really making a 
difference. (Diary) 
This is causing me to think about my program for next year. (Diary) 
 

Analysing 
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Focusing stemmed from reflecting-to-move-forward in that it was 

the outcome or subsequent action of reflecting. Focusing involved a 

combination of creativity and problem solving, in that each individual was 

actively involved and focused on the task of supporting the mathematical 

understandings of children. This was the watershed moment in the 

relationship in that it represented the action of coming together.  

 

The process of focusing emerged across all data sets at 

approximately the same time of the inquiry. It emerged toward the latter 

stage of relationship and involved a shift from gaining understanding and 

locating the contextual self, toward a focus on the role of the group within 

the inquiry (meeting the design brief). At this stage of the study 

participants were talking about, and planning for, the action of identifying 

and supporting the mathematical understandings of children making the 

move to school. They were also coming together collaboratively and 

preparing to perform. 

 

In some instances the process of focusing meant listening to the 

ideas of others in approaching the task, in other instances it involved 

presenting and sharing ideas. It was the moment of relationship where 

individuals moved beyond self and toward working collaboratively. Bebe 

and Masterson (2015) suggest that as individuals prepare to collaborate 

they begin to explicitly think about the purpose of the group, and the task 

that the group has to perform. This was evident in both diary and research 

team meeting data where communications appeared to centre around 

noticing mathematics and thinking about ways in which it might be 

supported as children made the transition to school. 

 

The process where individuals were completely engaged in working 

toward meeting the design brief was the process of performing. It was the 
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time in relationship where ‘cohesiveness’ had been found, and in which 

each individual came together to develop and enact a plan that would 

support the mathematical learning of children making the move to school. 

It was also the time in relationship where each individual began to enact 

their contextual self and perform the role that they had determined within 

the relationships they had forged. Within the inquiry this was the time in 

relationship where task became the main focus and performing the task 

took priority.  

 

Guzzo and Shea (1992) suggest that the process of performing is 

reliant on the nature of the task that the group has been assigned to 

perform.  They further suggest that, “the nature of the task motivates (or 

fails to motivate) performance in groups” (p. 283) and the performance of 

different individuals. In this study this extended to include the notion of 

relevance to the individual. For example, some of the participants within 

the inquiry communicated that it was difficult to engage in the process of 

performing until they had confirmation of their employment roles for the 

following year. This impacted on task motivation as participants struggled 

to see relevance to self.  

 

Analysing was the last process that was identified in the data, and 

whilst most evidence of individuals engaging in this process was found 

after the children had made the transition to school, some participants had 

begun to engage in this process as the plan was being enacted. Analysing 

involved evaluating performance: performance of self; performance of 

other; and also the performance of the plan of action that was formulated. 

It also involved drawing on these evaluations to reflect for the future. Once 

again the ALACT model demonstrates this notion of evaluation as 

embedded within the reflective process (Korthagen & Vassalos, 2010).  

 



 
 
 

246 | P a g e  
 

The process of analysing also involved each of the individuals 

thinking deeply about the mathematical learning of children, and what 

they had achieved in relation to supporting their understandings as they 

made the move to school. At both sites this included highlighting the 

strengths, skills and knowledge’s of children but also identifying and 

building on their existing ways of ‘doing mathematics’. The process of 

analysing provided individuals with a way to focus explicitly on 

mathematics, and therefore recognise mathematical learning in the lives of 

the children.  

 

The process of analysing also provided a framework for thinking 

about the future. This was evident in the data that emerged from the last 

research team meeting where each individual involved in the inquiry 

offered information regarding future ideas about coming together. Within 

the relationships that had been forged, ‘analysing’ provided a way for each 

individual to think about how that relationship might evolve after the life 

of the project.  

 

6.10.4 Relationship between processes and constructs 

The three constructs identified in the analysis presented in this 

chapter represent the different stages of adult relationship. The nine 

processes identified (see Figure 8) have emerged within the different 

stages of relationship and represent the action that took place during each 

of the stages. For example, when people were meeting and understanding 

difference they were engaged in the processes of communicating, 

clarifying and knowing. As they moved into the second stage of 

relationship they were engaged in the processes of sharing, receiving and 

reflecting. After each individual worked through these two stages of 

relationship and located the contextual self within the new relationship, 

they moved toward the third stage of relationship and engaged in the 

processes of focusing, performing and analysing.  
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6.11 Conclusion 

In this chapter the final level of analysis has been presented. This 

analysis involved moving beyond the themes identified in the previous 

analysis toward understanding the relationships that emerged. Three 

stages of relationship were identified in this analysis. After the stages of 

relationship were identified the processes that adults engaged with to 

establish and maintain relationship were examined. Nine processes were 

identified through this analysis with each of the processes occurring at one 

of the three stages of relationship. This final level of analysis has provided a 

viable and useful model of the processes involved in relationship. The 

model clearly shows the embeddedness of the nine processes in the three 

constructs of meeting and understanding difference, compromising and 

consolidating and transforming and transcending.  

 

 This model is presented diagrammatically in Figure 8 on the last 

page of this chapter.  

 

In the following chapter these data will be discussed alongside 

current research literature. The purpose of this discussion is to formulate a 

set of design principles that might provide guidance to other researchers or 

adults who are planning on coming together to support children’s 

mathematics learning as they make the transition to school. 
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Figure 8 – Processes Identified 

 



 
 
 

249 | P a g e  
 

 

Chapter 7: Discussion  

Final Phase – Part 1 

7.1    Introduction 

The purpose of this chapter is to derive a set of draft design 

principles that can be tested and trialled further by others embarking on 

similar investigations. In order to develop these draft principles, the 

findings from the previous analyses are discussed alongside research 

previously reviewed and also current research literature. The aim of this 

discussion is not to generalise or to develop a recipe “that will produce the 

same effect in all contexts” (Ebaeguin, 2014, p. 5), but rather to highlight 

how what has been learned through this inquiry might be drawn upon to 

guide and inform future research, policy and practice (a possible next 

iteration).  

 

It should be noted that in relation to DBR, the inquiry presented in 

this thesis has been restricted through the doctoral process. In 

circumstances that afforded more time, the development of the draft 

design principles would be another iteration of the DBR process. For 

example, the design principles might be drawn upon the following year – 

with the next group of children, educators and parents starting school – to 

develop an intervention that would allow for further refinement in 

practice. In this inquiry, however, the draft design principles mark the end 

of the research process whilst simultaneously offering a beginning or a 

starting point for others engaged in “similar research and development 

endeavours” (Amiel and Reeves, 2008, p. 35).  

 

As with the choices made during the different levels of analysis, the 

choices made in structuring the discussion at this stage of the inquiry have 
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emphasised particular aspects of the inquiry. At this stage of the inquiry I 

was interested in how information about the processes that adults engage 

in when supporting the mathematical learning of children making the 

transition to school could be used to guide future ways of forging and 

maintaining adult relationships that support mathematics learning.  

 

My goal was to develop a set of draft design principles that could be 

offered as a starting point for those embarking on similar research, or 

those who were interested in working in similar ways. Therefore, the 

discussion presented in this chapter draws primarily on the processes and 

stages of relationship that were identified in previous levels of analysis to 

explore what has been learned about adults coming together to support 

the mathematical learning of children as they start school. Examining what 

has been learned through the literature previously reviewed, as well as 

drawing on new research literature to gain understanding of what emerged 

in the inquiry, achieved this aim.  In the following section the discussion of 

findings is presented. This is followed by the formulation of the draft 

design principles. 

 

7.2    Discussion of Findings 

7.2.1 Adult Transition and Development 

Throughout adulthood, life space is a shifting and changing context 

in which new situations arise. Within these new situations many different 

pathways emerge as individuals encounter challenge, and adapt 

accordingly. Transitions are not only a part of new situations but they are 

embedded in life space, and incorporate the navigation of both obvious 

and subtle changes over time (Anderson, Goodman & Schlossberg, 2012). It 

is through this navigation and adaptation that people both grow and 

change. 
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Over the past decade, much has been written about the 

experiences of children and families in the transition to school literature. 

However, there has been very little empirical focus on the transition 

experiences of teachers, and even less focus on adult’s personal transition 

experiences as children make the move to school. According to Balaban 

(2013), “[t]ransitions form a life-long matrix of human life through which 

all children and adults move gradually from known into unknown realms of 

experience” (p. 8). As adults come into contact with new experiences, 

contexts and people they too develop both socially and personally (like 

childhood, adulthood is developmental) (Schlossberg, 2011).   

 

In the inquiry reported in this thesis, the adults that came together 

to support children were confronted with unknown experiences, and 

although the transition to school might have been a context with which 

some of the adults were familiar, the people with whom they interacted 

and the interactions that took place in this space were unknown and 

unfamiliar. Nakata (2007b) describes this as,  

 

the a multi-layered and multi-dimensional space of dynamic relations 

constituted by the intersections of time, place, distance, different 

systems of thought, competing and contesting discourses within and 

between different knowledge traditions, and different systems of 

social, economic and political organization. (p. 199) 

 

The space that emerged was also a context for change, adaptation 

and development. Studying this space, provided insight into how such 

change, adaptation and development emerged in action as well as insight 

into what emerged through and because of the interface.  

 

As individuals came together they were confronted with change 

and difference, and a need to examine self; they were facing their own 
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transition as they prepared for their work with others. Shlossberg (2011) 

suggests that when adults make a transition their “lives, roles, 

relationships, routines and assumptions change” (p. 159). She further 

suggests that this is a lengthy process and that adult transitions take time 

(Shlossberg, 2011). In this inquiry, time was also observed as an important 

consideration as the adults came together to work. However, it was not a 

simple case of the provisioning of time. Time was embedded in the 

processes that emerged at the different stages of relationship, and was 

entangled in the adult’s own personal development and experience of 

change. Nakata explains this infusion of time as a “[path] between the past 

and present” where “different systems of knowledge and different 

historical trajectories” both meet and are navigated (2008, p. 204).  

 

In the first two stages of relationship that emerged in the inquiry 

the adults were engaging in processes that were directly related to their 

own transition experiences. They were navigating the differences that 

were encountered, and through this navigation were positioning both self 

and others. Nakata describes this process as locating agency and suggests 

that “as the agents of ongoing continuity in their everyday lives via the 

inclusion of their everyday experiences within the ongoing and changing 

order” individuals are better positioned to understand and represent their 

own lived realities (2008, p. 209). Supporting the mathematical 

understandings of children making the move to school was the vehicle for 

locating agency within the inquiry. However, it was not until the latter 

stage of relationship that individuals moved beyond their own experiences 

and toward thinking about this support. 

 

Current transition to school policy and framework in Australia pays 

little attention to the transition experiences of adults. Some direction is 

provided to families in relation to what they might expect as their child 

starts school (see Family–School Partnerships Framework (DEEWR, 2008)), 
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but very little attention is focused on how the families themselves might 

navigate the differences and changes that they encounter. Information 

about how and when to structure transition sessions is provided to 

teachers but there is little suggestion that teachers might themselves 

experience change and struggle with difference, and, therefore, there is no 

direction as to how teachers might navigate their own transition 

experiences. Although the adults in this inquiry were engaged in a variety 

of routine transition practices, such as the implementation of planned 

transition days, the processes that emerged in the data were primarily 

concentrated on the adults’ own transition experiences, at least until the 

latter stage of relationship.  

 

Adult experiences of children’s transition to school, and their own 

unique developmental processes not only provide insight into how 

children’s learning might be supported, but they also provide insight into 

how adults might be supported to navigate through change. In this inquiry, 

the adults at both sites engaged in ongoing interactions that assisted them 

not only to find their own sense of how to support the mathematical 

understandings of children, but also to learn how others might approach 

the same situation. These interactions also supported adults to develop 

shared understandings as they moved toward a collective context. Such 

opportunities are important considerations as children make the move to 

school but are not necessarily considerations that are highlighted in 

current practice and policy frameworks. 

 

Throughout the inquiry, the adults engaged in several processes 

that enabled them to develop new understandings of both self and 

context. In the first stage of relationship these processes were centred on 

sense and meaning making (communicating, clarifying, knowing), and in 

the second stage they were focused on notions of reciprocity and bonding 

(sharing, receiving, reflecting). These processes emerged through the 
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cultural interface and were the result of meeting and coming to 

understand both sameness and difference.   

 

The processes identified in these first stages of relationship not only 

represented the action of coming together and how this emerged in 

practice, but they also represented the emergence of new social identities 

as the individuals came to move through the interface and beyond 

difference. Recognising adult experiences in policy and practice might 

enhance these processes and better prepare adults to support the needs of 

children. Provisioning for adult experiences might enrich the transition 

experiences of children. 

 

7.2.2 The Role of Task 

In some ways the introduction of the design brief at the start of the 

project oriented the individuals toward reflection and analysis. There was a 

purpose for locating self within the new context and also a reason for 

examining and analysing mathematics across contexts. Although it was not 

until the latter stages of the relationship that individuals moved away from 

self and toward collective action, this solitary exploration observed in the 

early stages of relationship laid the foundations for working together. The 

design brief also prompted the individuals to shift their attention as the 

inquiry unfolded. It provided a need for individuals to move beyond self 

and their own experience of transition, and toward supporting the 

mathematical understandings of children. This shift is important, 

particularly if children and supporting their learning are to be the priority. 

 

In his work on group processes Gersick (1998) provides some 

insight into the shift of attention that was observed in the inquiry during 

the latter stage of relationship. He posits that task is an important element 

of people’s work together in that the need for its completion acts as an 

impetus to move the group forward. He describes this process as ‘deadline 
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awareness’ and further explains that by having a specific task to perform, 

in a specified time, that groups of people are supported to move beyond 

formation and into action. In this inquiry, the design brief was the task that 

the individuals were asked to perform, and reflecting Gersick’s description, 

it moved the adults beyond their own transition experiences, and toward 

the transition experiences of children. 

 

As the inquiry unfolded, and the individuals became aware that 

they were running out of time to complete the task, they adjusted their 

focus away from self, and toward supporting the mathematical 

understandings of children. According to Gersick (1998) such awareness 

stimulates individuals to “compare where they are with where they need 

to be and to adjust their progress accordingly” (p. 34). In this inquiry, this 

awareness involved a move beyond the individual space toward the 

collective space, and from independent to shared ideas. It also marked the 

‘business end’ of the relationship as the working partnership emerged. 

 

This move beyond the individual space toward a collective space 

can also be described as what emerged through the cultural interface. 

Nakata suggests that at the interface “people discard and take up different 

ways of understanding, being and acting in a complex and changing 

environment” (2007, p. 208). The shift of attention observed in the inquiry 

might have represented this process.  

 

The design brief also served another purpose in the inquiry, in that 

it provided the adults with a need to maintain ongoing communication and 

interaction. This was best demonstrated at Site 1 where the design brief 

provided a reason for the teachers to engage in ongoing communication 

with families who chose to remain on the periphery. It was also evident at 

Site 2 where the parent who was actively involved in the partnership 

engaged in regular conversations with families about mathematics. Having 
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something explicit to talk about on a regular basis provided a reason for 

ongoing interaction, and facilitated a way to not only build, but also to 

maintain, adult relationship. It also laid the foundations necessary to forge 

a partnership that focused on supporting the mathematical understandings 

of children.  

 

7.2.3 Mathematics 

The sustained focus on mathematics within the inquiry provided an 

opportunity for the adults in children’s lives to not only learn about 

themselves and each other, but also to learn about how children engage 

with mathematics in their own and each other’s contexts. It provided an 

avenue for questioning about mathematics and also an avenue for sharing 

and offering information. Although the focus of the adults might have been 

primarily on their own experiences of transition (particularly in the first 

stages of relationship), this sustained questioning and sharing eventually 

moved mathematics out of different contexts and into a shared context of 

starting school.  

 

Over the past decade much has been written about how the 

different contexts that children occupy as they start school involve and 

incorporate mathematics, with most of the literature focusing on how 

these contexts might be brought together to foster continuity and support 

for the children’s mathematical learning (e.g. Civil, 2009; Civil, et al., 2012; 

Wager, 2013). Continuity across contexts emerged as focus in this inquiry 

through the deconstruction and reconstruction of how mathematics might 

be engaged with in a shared space (the context of starting school). As the 

individuals came into contact with difference they came to notice and think 

about these differences and also their own contexts and how mathematics 

is learned. This facilitated a process through which each context was drawn 

upon to create a new and shared space to support mathematical learning. 
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According to Erickson (2011), “[h]uman noticing is active rather 

than passive” (p. 17). It is also influenced by an individual’s own existing 

understandings, beliefs and experiences. This was demonstrated in the 

inquiry through the navigation of difference and similarity, and also 

through both independent and collective process. Individuals were 

engaged in a process whereby they were individually deconstructing 

mathematical learning in their own and different contexts, and then 

collectively reconstructing mathematical teaching and learning in the 

context of starting school.  

 

Dockett and Goff (2013) suggest that noticing involves both 

“recognising and responding to children’s mathematics” and also moving 

beyond observation and tacitly held expectations (p. 772). They argue that 

observation and expectation are interconnected, and that “[m]any of our 

observations are based on expectations - we usually find what we 

expect...” (p. 773). In this inquiry, noticing evolved in different ways in that 

although the adults examined the mathematical learning of children 

through observation, and based this observation on expectation, the 

introduction and navigation of difference challenged the expectations that 

were held.  

 

Sherin and Van Es (2009) argue that whilst noticing is an important 

component of supporting mathematical learning, how individuals analyse 

what they notice is equally as important. In this inquiry, this analysis 

involved the consideration of difference, and reflection on expectation and 

existing ways of knowing and doing. It occurred individually but was also 

embedded within the collective interaction, as individuals came to 

understand mathematics teaching and learning across different contexts. It 

was through this analysis that expectation was challenged and that new 

expectations and understandings were formed. This transformation 
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involved reconstructing mathematics teaching and learning in a 

collaborative context, the context of starting school.   

 

7.2.4 Partnerships and Relationships 

Relationship and partnership are terms that are often used 

interchangeably in the research literature. However, in this inquiry they 

emerged as two different but complementary and interconnected 

concepts. When the adults initially came together, they were interacting 

about mathematics, and supporting the mathematical learning of children, 

but the processes that emerged through this interaction were relational 

and focused on self and self-development. As the inquiry unfolded, and as 

the urgency of task completion became the focus, there was a shift away 

from self and a move toward collective action. This shift resulted in the 

emergence of processes that were not only embedded in task performance 

and decision-making, but they were also processes that were goal 

orientated (the processes of partnership).  

 

 

The partnership that emerged in this inquiry was task-prompted, 

task-focused and goal-orientated, and although it emerged in different 

ways in the two different sites, the structure across both sites was 

consistent in that it emerged out of relationship and within the processes 

of focusing, performing and analysing. Prior to the last stage of relationship 

the processes that were engaged with were very much embedded within 

the individual experience and focused on positioning self within the new 

space that emerged. During the last stage of the relationship the processes 

moved toward the collective and the task that the group were asked to 

perform. In this inquiry, this was the emergence of partnership. It was 

embedded in the last stage of relationship (it also had a life, in that once a 

plan had been developed and implemented the partnership was over).  
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Relationship, on the contrary, emerged as continuous. It provided a 

vehicle for both adult and child transition, and also provided an avenue in 

which new partnerships could be established after children had made the 

physical move to school. Whilst not all relationships were physically 

maintained in the inquiry after this time, as people moved into new 

contexts so too did the experience that was shared. Such notions were 

reflected in comments made by individuals in the final research team 

meetings, as the adults drew on the relationship to explain their current 

experiences and to also articulate their plans for the future. Whilst this 

journey of experience might have been individual or solitary, it is also 

where the continuity of relationship lies.  

 

Conceptualising partnership and relationship as two distinct but 

interconnected concepts provides a different way of thinking about adults 

coming together during the transition to school - particularly in relation to 

how adults might come together to support the learning of children. In this 

inquiry, relationship was primarily focused on the adults, and the adult’s 

experience of change, whereas partnership, although the product of 

relationship, was how children’s learning was supported. Partnership also 

emerged from relationship and was task-driven and task-dependent. Such 

findings suggest that that both adult relationship and partnership need to 

be considered as children make the move to school, but that they also 

should be considered as interconnected but independent from one 

another. 

 

7.3 Design Principles 

Although the design principles are presented in this chapter, the 

formation of them has evolved throughout the duration of the inquiry. This 

formation has evolved theoretically, practically and empirically, and has 

emerged through the variety of actions within the inquiry. These actions 

include 



 
 
 

260 | P a g e  
 

1. Drawing on current theoretical perspectives to create an 

intervention.  

2. Implementing the intervention with people in the pragmatics of 

the everyday.  

3. Observing and documenting the processes that the adults 

engaged in. 

4. Understanding the processes in relation to current theoretical 

understandings. 

5. Using these understandings to predict future ways of working 

together (the formulation of a set of draft design principles for 

future inquiry).  

 

In usual circumstances, the next step in the DBR research process 

would be to take the draft design principles presented in this chapter back 

into the real world context for further reexamination and refinement 

(testing the predictions). However, due to the limited time frame imposed 

by the doctoral candidature in this inquiry, this further examination and 

refinement has not been possible. Therefore the draft design principles 

presented in this chapter are not conclusive, nor are they intended to be 

prescriptive. Instead they are presented here so that similar inquiries 

(practical or research based) can draw on the principles to create another 

intervention that will both test the principles and refine and develop them 

further. It might also assist in finding a solution to the problem that this 

study sort to find.   

 

The principles presented in the following section are guiding, not 

prescriptive, as to how adults might be assisted to come together to 

support children as they make the transition to school. The last two 

principles presented are more specifically aimed at supporting adults to 

come together to support the mathematical understandings of children as 
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they make the move to school (they build on the other four principles but 

provide a more explicit focus).  

 

The draft design principles presented in this thesis should be 

considered as a work in progress rather than a prescription or a set of 

instructions. They are an offering to those who are embarking on similar 

work or inquiry and have been designed for further testing and refinement. 

In the DBR process they can be defined as draft principles to be tested and 

refined in practice. The draft principles are presented below. 

 

Principle 1 - The transition to school is recognised as a 

developmental context for adults. 

 

As the adults in this inquiry came together to support the 

mathematical learning of children they too experienced change. This was 

demonstrated in the processes that emerged throughout the inquiry, 

particularly in the first two stages of adult relationship where the processes 

that developed focused on finding the contextual self.  In the latter stage of 

relationship the individuals were in some ways putting what had been 

learned in the first stages of relationship into action. This also involved 

reflecting on experience to determine what might be useful for future work 

and future ways of working together.  

 

As the adults came together to support the mathematical learning 

of children they were exposed to different ways of working with children. 

This exposure prompted them to both reflect on their own existing 

practices but also to develop their practice in ways that took into 

consideration the differences encountered. The interactions that took 

place during this time supported this development further as individuals 

engaged in processes such as clarifying, communicating and knowing.  
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Recognising that the transition to school is a developmental context 

for adults (as well as children) sets up an expectation for adult growth. It 

highlights the possibility for adult learning within the context, and in turn 

has the potential to enrich the adult experience.   

 

Principle 2 - Relationship and partnership are recognised as 

independent but interconnected concepts. 

 

In this inquiry, partnership did not emerge until the latter stages of 

relationship. This was defined in the inquiry through the shift in focus from 

the individual, toward the task and the collective. The adults within the 

inquiry still interacted and worked with others in the early stages of 

relationship but the processes that emerged in these early stages indicated 

that the individuals were focused on self rather than the working 

partnership. It was not until the latter stages of relationship that 

individuals shifted their focus toward the collective, and to working 

together to complete the task that was assigned.  

 

Throughout the inquiry, individuals were engaged in ongoing 

interaction, and were visiting and sharing information about each other’s 

contexts, but the processes that they engaged with, were individual and 

focused on self until the latter stages of relationship.  This would suggest 

that partnership does not occur solely through the action of individuals 

coming together. Nor can it be defined through ongoing interaction or 

collective experience, but rather it emerges through and because of such 

experience. It also suggests that relationship and partnership (despite 

being interconnected) are different concepts: relationship the individual 

experience of interaction and partnership the collective action.  
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Recognising relationship and partnership as two distinct but 

interconnected concepts has the potential to ensure that support to adults 

is afforded in both areas.  

 

Principle 3 - Adults are supported to navigate through their own 

transition experience. 

 

In the inquiry presented in this thesis the adults who came together 

to support the mathematics learning of children were also navigating their 

own independent transition. This was evidenced in the processes that 

emerged in the first two stages of relationship, and also the fact that these 

processes were embedded in the construct of locating the contextual self. 

Supporting adults to navigate through their own change as children make 

the move to school has the potential to better position them to support 

the transition experiences of children.  

 

Principle 4 - A specific task to perform will provide a reason for 

ongoing interaction and facilitate partnership. 

 

The design brief in this inquiry played a significant role in moving 

the individuals beyond their own individual experiences. It also provided a 

reason for individuals to come together, including a reason for ongoing 

interaction and communication. This was best demonstrated at Site 1 in 

the inquiry where the parents who decided to remain on the periphery of 

partnership were still afforded the opportunity to work with the educators 

through the need to meet the design brief.  

 

The design brief also provided the individuals actively involved in 

the relationship with a vehicle for maintaining ongoing interaction. It 

provided a reason for discussion and also a need to be in contact with one 

another on a regular basis. It was this preparation within the inquiry that 



 
 
 

264 | P a g e  
 

provided the foundation necessary for individuals to come together to 

work in partnership. It moved the individuals beyond self and toward the 

collective.  

 

Principle 5 - Opportunities for ongoing interactions about 

mathematics are afforded. 

 

When supporting the mathematical learning of children as they 

make the move to school, ongoing interactions that are focused on 

mathematics are important. In this inquiry, such interactions provided the 

adults with various opportunities to notice mathematics, and to think 

about children’s mathematical experiences in new and different ways. It 

also afforded varying opportunities to notice mathematics in ways that 

were not necessarily reflective of usual ways of noticing.  

 

Ongoing interactions about mathematics also set the foundations 

necessary for supporting mathematics across different contexts. Adults 

were able to learn about how children engaged with mathematics in 

different contexts, and as a result they were better positioned to start 

thinking about how mathematical learning might be supported across 

these contexts. 

 

Principle 6 - Opportunities to reconstruct mathematics in a shared 

space are provided. 

 

Through the ongoing interactions about mathematics that were 

facilitated in the inquiry, the individuals were afforded opportunities to 

deconstruct and reconstruct. Part of this endeavour involved each 

individual deconstructing the mathematics found in their own particular 

context, and then working with others to reconstruct mathematics in the 

context of starting school. Such reconstructions were shared and took into 
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account children’s existing ways of knowing and doing mathematics. They 

were also explicitly focused on supporting the travel of mathematical 

learning across different contexts. 

 

Having a shared space to deconstruct and reconstruct mathematics 

provided the individuals with various opportunities to seek out clarification 

and to discuss emerging understandings in different ways. It also provided 

the individuals with a space for sharing and receiving information as new 

ideas were encountered. As a result individuals were able to come 

together to reconstruct mathematics and how it might be supported as 

children made the move to school. 

 

The principles are reiterated below: 

 

 Principle 1 - The transition to school is recognised as a 

developmental context for adults.  

 Principle 2 - Relationship and partnership are recognised as 

independent but interconnected concepts. 

 Principle 3 - Adults are supported to navigate through their 

own transition experience. 

 Principle 4 - A specific task to perform will provide a reason 

for ongoing interaction and facilitate partnership. 

 Principle 5 - Opportunities for ongoing interactions about 

mathematics are afforded. 

 Principle 6 - Opportunities to reconstruct mathematics in a 

shared space are provided. 

 

7.4 Conclusion 

In this chapter the research findings have been discussed and a set 

of design principles to guide future practice and research have been 

presented. In the next chapter a discussion of the findings in relation to the 
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underpinning reason for this inquiry (my brothers children) will be 

presented.  
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Chapter 8: Conclusion 

My Brothers Children 

Figure 9 – My Brother and His Children 

 

 

8.1 Introduction 

This is my brother, and these are six of his children. Many years 

have passed since this photo was taken. The children have grown, the 

family has grown, and the oldest in this photograph has now completed his 

formal schooling. This young man was in year 4 when I commenced this 

inquiry. He was struggling with mathematics then, and in fact he never 

really ‘caught up’ to his peers in the formal school environment. He did 

have one teacher in year 7 who thought that he showed promise, but by 

that time he had both learned, and convinced himself that mathematics 

‘was not really his thing’.  

 

Today, this young man works as an apprentice auto mechanic. He 

measures; he problem solves; he works with ratios; he estimates; he 

applies geometric and algebraic reasoning to a variety of situations; he 

costs projects; and he solves mathematical equations on a daily basis. 
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There is no doubt that today he is a capable user of mathematics. 

However, as I had witnessed many years ago, he was also a capable user of 

mathematics before he started school…. 

 

8.2 Answering the research questions 

The research questions under investigation in this inquiry stemmed 

from the observations of my nieces and nephews transition into the first 

year of school. Through my initial investigations, I discovered that the 

adults in the lives of young children have an important role to play in 

supporting mathematical learning across different contexts, and so I set 

about understanding how they might come together as children make the 

move to school.  

 

The research questions under investigation were as follows: 

 

1. What processes do adults engage in to establish and maintain 

relationships that focus on the mathematics learning of children as 

they make the transition to school? 

 

(a) What facilitates adult relationships as children make the 

move to school? 

 

2. How do adult relationships support the mathematical learning of 

children as they make the transition to school?  

 

3. How could information about the processes identified be used to 

guide future ways of forging and maintaining adult relationships as 

children make the move to school? 
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In the follow section, these questions will be explicitly addressed. 

This is followed by reflections on the impetus for this study (my brothers 

children), and final recommendations.  

 

8.2.1 Research Question 1 

What processes do adults engage in to establish and maintain 

relationships that focus on the mathematics learning of children as they 

make the transition to school? 

 

The adults in this inquiry engaged in nine distinct processes to 

establish and maintain relationships that focus on the mathematical 

learning of children as they make the move to school. These processes 

were embedded in the action of locating the self at the interface (locating 

the contextual self), and took place at different times in the establishment 

and maintenance of relationship (meeting and understanding difference, 

compromising and consolidating, transforming and transcending). The nine 

processes were: 

1. Communicating 

2. Clarifying 

3. Knowing 

4. Sharing 

5. Receiving 

6. Reflecting 

7. Focusing 

8. Performing 

9. Analysing 
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8.2.2 Research Question 1 (a) 

What facilitates adult relationships as children make the move to 

school?  

 

Having an explicit purpose to come together (a task to perform) 

was a facilitator for relationship. Whilst the transition to school provided a 

basis for coming together, the brief of supporting the mathematical 

understandings of children provided another layer of purpose, and an 

explicit need for regular and ongoing interaction to take place. It also 

provided an avenue for educators to bring those stakeholders choosing to 

remain on the periphery into relationship, through targeted and regular 

conversations about mathematics and mathematical learning. This, 

coupled with the information shared about the transition processes 

already in place, offered another way to forge relationship and to come 

together to support the transition experiences of children. 

 

During the latter stage of relationship once again the delegated task 

acted as a facilitator, by fostering cohesiveness amongst individuals and 

offering a vehicle for change. The fact that there was a task to perform, 

and that time was limited, prompted individuals to move beyond the 

parameters of their own unique situation and toward coming together with 

those around them. Whilst this might not be a ‘natural’ progression of 

relationship in ‘normal’ circumstances, in this instance it facilitated a sense 

of cohesiveness amongst individuals that both strengthened and facilitated 

relationship in this inquiry. 

 

In summary, the primary facilitator identified in supporting adult 

relationship as children make the move to school was having a specific task 

to perform. 
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8.2.3 Research Question 2 

How do adult relationships support the mathematical learning of 

children as they make the move to school?  

 

As individuals came together, they met differences in mathematics. 

Such difference involved the interactions and structures that sat around 

mathematics in different contexts, including the pedagogical practices that 

were drawn upon to facilitate mathematics learning. At this stage of 

relationship, opportunities for individuals to share and receive information 

about mathematics were afforded. Such affordances prompted individuals 

to both reflect on, and evaluate, how mathematics learning is facilitated in 

their own contexts by examining these contexts and practices through a 

mathematics education lens. It also provided individuals with an 

opportunity to explore similarities across and between the different 

contexts as they interacted with, and struggled to understand difference.  

 

As individuals began negotiating and coming to terms with new 

positions, interactions and understandings, they also began to think about 

how mathematics could be supported. This involved moving toward 

thinking about mathematics at the interface rather than thinking about 

mathematics in and according to different contexts. Such shifts and moves 

were evident in the conversations that took place in research team 

meetings, and also evident in email and diary data where individuals 

started recording activity. 

 

This was also a time in relationship where individuals were 

beginning to consolidate their own understandings about mathematics in 

the different contexts, and making decisions about what might be 

supported as children make the move to school. A component of this 

consolidation involved the individuals at Site 1 seeking out similarity in 

relation to what sits around the mathematics found in and across the 
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different contexts (pedagogy, resources etc.). At Site 2 it involved 

ascertaining what mathematics content might be a useful focus as children 

make the move to school (developing the checklist).  

 

As individuals worked on meeting the design brief, each Site 

focused on supporting the mathematical learning of children in different 

ways. At Site 1 both educators were engaged in regular discussion with 

each other, and with families, about how children’s existing mathematical 

understandings were supported in the different settings. This information 

was then used to identify resources and practices that were familiar to 

children so that they could be replicated in the first year of school setting 

during transition sessions. 

 

At Site 2 the focus was on mathematics content, and individual 

children’s skills and competencies. The educators at Site 2 worked with 

each other and one parent (who communicated the information that 

educators were seeking to families). This information centred on the 

mathematics children know rather than the resources and practices around 

this mathematics (e.g. what number can they count to? what shapes do 

they know?). The families responded by writing down the requested 

information and placing it into a box for the educators to read later. This 

information was then drawn upon to assist in writing transition 

statements, and to create a numeracy profile on each child. Both 

documents were then used to plan transition sessions and provided to the 

FYS teacher to use the following year. 

 

Despite the different approaches, when reflecting back on the 

experience, both FYS teachers indicated that there was a recognition of 

children’s existing mathematical understandings, proficiency and skill, and 

also surprise in relation to this discovery. The PTS teachers involved in the 

inquiry both talked about the mathematics in their programs and how this 
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might be built on in the future. Whilst it is difficult to establish whether the 

relationships forged and the different approaches adopted did indeed 

support the mathematical learning of children, the explicit focus on 

mathematics and the FYS teachers’ recognition of children’s existing skills 

and understandings is a positive outcome. 

 

8.2.4 Research Question 3 

How could information about the processes identified be used to 

guide future ways of forging and maintaining adult relationships as 

children make the move to school? 

 

The guiding principles derived in the previous chapter represent the 

answer to this question. The principles are again presented below and are 

my recommendations as avenues for future inquiry: 

 

 Principle 1 - The transition to school is recognised a 

developmental context for adults.  

 Principle 2 - Relationship and partnership are recognised as 

independent but interconnected concepts. 

 Principle 3 - Adults are supported through their own 

transition experience. 

 Principle 4 - A specific task to perform will provide a reason 

for ongoing interaction and facilitate partnership. 

 Principle 5 - Opportunities for ongoing interactions about 

mathematics are afforded. 

 Principle 6 - Opportunities to reconstruct mathematics in a 

shared space are provided. 
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8.3 Reflections 

In relation to my nieces and nephews, this inquiry has highlighted 

the complexity of adult experience in the context of starting school. More 

specifically it has highlighted that whilst adults might come together to 

support the mathematical learning of children, they too experience change 

and navigate their own unique transition. This transition is prompted 

through contact with difference and also the need to find self as new 

contexts and situations emerge.   

 

As my nieces and nephews made the move to school the 

complexity of the familial situation, and the differences that demanded 

navigation, might have directed adult attention away from noticing the 

children’s mathematical understandings. For example, different priorities 

might have emerged through the exploration of difference that prompted 

a focus on social and emotional needs rather than on the noticing of 

mathematics. Noticing existing mathematical understandings might have 

been lost in the good intentions of ensuring that the children were socially 

and emotionally supported. 

 

Whilst a focus on social and emotional needs is an important 

consideration as children make the move to school, it is also possible that 

such a focus might have detrimental consequences for the mathematical 

learning of children, in that adults might not notice mathematics, hence 

not support children’s understandings. Educators’ encounters with the 

varied complexities of some families might prolong their own transition 

experience and take focus away from supporting the transition experiences 

of children. The inclusion of an explicit focus as children start school could 

be one way to address this issue as it might prompt adults to move beyond 

family complexity and their own transition experiences, and toward 

noticing and supporting the learning of children.  
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The navigation of difference is a worthwhile consideration as 

children start school, particularly in relation to families with complex needs 

(such as my brothers). Throughout the inquiry it was evident that adults 

both came into contact and came to terms with difference. However, the 

differences encountered in this inquiry were minimal in comparison to 

what might have been encountered when my brother and his family came 

into contact with the school environment. More work needs to be done in 

this area, particularly in relation to ascertaining how adults might be 

supported to navigate, come to terms with, and move beyond the 

differences encountered. 

 

Prior to starting school, my brothers’ children were all observed as 

capable users of mathematics. However, it appeared that they might never 

have been given permission to draw on what they know, in the school 

environment. Whilst this could also be attributed to a lack of adult focus as 

children make the move to school. Alternatively, it might have been due to 

the different ways that mathematics was used in the two different contexts 

(home and school). The mathematics that was encountered in my brother’s 

house was underpinned by everyday experience rather than school-specific 

ways of working with mathematics. This might have prevented the children 

from making connections between the mathematics across the two 

contexts. 

 

In the inquiry presented in this thesis, the shared construction and 

understanding of mathematics that emerged through ongoing interaction, 

and the need to meet the design brief, might have addressed the issue of 

making connections for my nieces and nephews. If similar opportunities to 

construct shared understandings of mathematics across different contexts 

were harnessed as my nieces and nephews made the move to school, their 

existing ways of knowing and doing mathematics might have been realised. 

Such realisation could have potentially invited their prior experiences with 
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mathematics into the classroom, and created opportunities to build on 

existing understandings. It might have also invited them to share what they 

know, and provided the adults in their lives with opportunities to come 

together to notice and foster learning across the different contexts.  

 

Within the inquiry, starting school emerged as a context for adult 

development. When I reflect on this notion I am able to see the 

opportunities and possibilities that could have been afforded to my 

brother if this was recognised as his children started school. There was the 

possibility of moving him beyond his own negative experiences of school, 

and an opportunity to move toward focusing on the experiences of his 

children. There was an opportunity to learn about mathematics, and how it 

was used at home and school, and there were opportunities for sharing 

information with one another about the children. Whilst I am uncertain as 

to whether any of these opportunities would have altered the 

mathematical learning trajectory of the children in this situation, or 

whether they were opportunities that were indeed afforded as my nieces 

and nephews made the move to school, these are all notions that are 

worthy of consideration.  

 

When I reflect on the experiences of my nieces and nephews I am 

uncertain as to whether I have solved the problem that I sort to tackle. In 

fact I now think that I have more problems and questions to be answered. 

What I do have however, is a greater understanding into the complexities 

surrounding why my nieces and nephews existing mathematical 

understandings might not have been realised and built upon in the school 

environment - why they were lost in the experience of transition. The 

design principles presented in this thesis are an offering of my 

understandings. They are also my recommendations for future research, 

policy and practice. And whilst I cannot undo the past for my nieces and 
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nephews I do hope that I can contribute toward changing the future for 

others.  

 

8.4 Limitations 

Of course, like all research inquiries there are also limitations to this 

inquiry. The sample size of participants, the guiding questions that were 

formulated, and my own ongoing involvement in the research structure 

were all notions that might have limited the inquiry in relation to how it 

emerged, and also in relation to what was seen and remains unseen. By 

providing insight into my thinking during the different stages of the inquiry 

an attempt to offer some transparency around these limitations was 

presented.  

“Establishing a suitable structure for families and educators to 

come together to support the learning of children was a difficult task, and 

as such also presented as a limitation to the inquiry. Families opted into 

and out of partnership in different ways, and whilst the inquiry was 

formulated to facilitate this notion, it made it difficult to study the 

processes in which the families engaged. This in turn resulted in another 

limitation to the inquiry; applying the processes that were identified 

through analysis to explain the involvement of families. 

 

For example, at Site 1 it was evident that the families who chose to 

remain on the periphery of the partnership that emerged, contributed 

toward supporting the mathematical learning of children. However, given 

the nature of their involvement (remaining on the periphery) it was 

difficult to identify what processes the families engaged in, and whether 

they engaged in the same processes as the educators. Likewise, the 

families that were actively involved in working with the educators exited 

the partnership at different times within the inquiry, and so this was also 

problematic with reference to identifying and establishing whether the 

processes engaged with were the same as the educators. There is no doubt 
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that the families at both sites contributed to supporting the mathematical 

learning of children in different ways but the processes that they engaged 

with in doing so remain elusive. 

 

The inquiry was structured in a way that facilitated and supported 

individual and contextual diversity and fluidity, and whilst this afforded 

different ways for participants to become involved in supporting the 

mathematical learning of children, it might have also limited the study in 

relation to what could then be captured. If better ways to establish and 

maintain different avenues in which to capture participant voice were 

planned more carefully in the initial stages of the inquiry the loss of 

participant voice might have been eliminated. 

 

The emergent nature of the inquiry involved supporting and valuing 

the diversity of people and context, and also respecting individual choice as 

the project unfolded. The amount of people involved in the inquiry added 

to this complexity. Whilst this might be considered as a limitation to the 

inquiry, it is also the strength of an emergent design and the pragmatic 

nature of DBR inquiry. It affords an 

 

Whilst the sample size of this study was small, it should be 

remembered that the idea of this inquiry was not to generalise the findings 

but to see what could be learned to guide future inquiry. The design 

principles that are presented in this thesis represent such guidelines and 

can be drawn on “by others interested in studying similar settings and 

concerns” (Amiel & Reeves, 2008, p. 35), or those embarking on similar 

practice. 

 

8.5 Concluding Comments 

The study of how adult relationships emerge in action is a complex 

undertaking, particularly when they involve other complexities such as 
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supporting the mathematical learning of children making the transition to 

school. However, adults play a crucial role in the lives of young children 

and therefore understanding how they might come together to support 

children and their learning is important. The inquiry presented in this thesis 

has provided some insight into this understanding but there is still much to 

be learned. The design principles that are offered in this thesis provide a 

starting point from which to gain such understanding. 
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