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ABSTRACT

TheStarting School Study an independent study of school transition for children and families living in a
disadvantaged community Participants were identified from families participatimgthe Maternal Early
Childhood Sustained Horvesiting (MECSH]Jrial, a longitudinal project which assessed the impact of
sustainechursehome visiting on families and children from an area of fosioeconomibackground

The Starting School Studytilisedpredominantlyqualitative methods to gain the perspectives of the
families and childresharingin the transitional experience at two time points: prior to school entry and
towards the end of the secortidrm in schoal A combination of data collection techniquesre

SYLX 28SR G2 3l Ay ikding RNS ofitérviehdSINEingS DK ES RNB Yy Qa
associated narrativesand questionnairesParent and teachedata from the MECSH trialere

incorporated toprovidel RRAGA 2y | £ Ay T2 NY I @dparighceOResulliSeNtficdy 3 OKA f R NJ
factors that supportd and challengd familiesand childrerfrom a lowsocioeconomibackgroundn
transition. Life circumstances angarentalexperience ofschooladdedto the complexity of transition

for thesefamilies Linksweremade to the aims of the MECSH intervention, specifiaaihgparental

goal setting and aspirations for children living in disadvgetdhe experiences dfansition to school

were similarfor familiesand children in the intervention and comparison groups, with no clear
indications of an impact from the MECSH intervention at the time of transition to school.
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Glossary

DSM

HVP

IRSD

Developmetal Systems Modedf intervention uses a developmental framework for
assessing biological and environmental risk of children, and promotes the importance

of families and relationships in supporting optimal child development

Home Visiting Prograsnare a intervention that utilises home visitatidoy a nurse,
welfare worker or trained community voluntegto provideknowledge about child
growth, development and health to families, particularly mothers as primary
caregivers, with an aim to improving matatrand child outcomes by fostering positive

parenting skills, interactions, behaviours and attitudes

Index of Relative Socioeconomic Disadvani@@&Dineasures soci@conomic
disadvantage using a combination of factors, including income, ermgoand
educational statusvithin the Socioeconomic Indexes for Areas (SEIR¥Y developed
within SEIFA in 1971, changesariablesvere adopted in the 2006 versio®EIFA is

used by government agencies, busiresand community groups.

Kindergaren

LSAC

The first year of compulsory education in New South Wales primary schools.

Longitudinal Study of Australian Childisramajor longitudinalktudy,following the
development of 10,00@ustralianchildren and familieso investigatethe contribution
2T OKAf RNB Y Qandaustutahenvirohmedit® 2ngiRadijustent and
wellbeingas well as aiming tomprove support, ancearly intervention and prevention

strategiesfor children and their families

XiX



MECSH

Maternal Early AGldhood Sustained Hom¥sitingprogram was a Australian
intervention provided to familieiving indisadvantagdt y G KS FANRG (g2 &SI NE
life with the aim of strengthening the parenting role and improving maternal and child

outcomes.
Primary caegiver

Thepersonwhd &8 NBaLRyaAoftS F2N) 6KS OKAMdmRQa OF NB dza dz

member or friendwho is in a position of authoritgver the child €.g.guardian)
Primary school

The first seven years of compulsory education for childilerNew South Wale#his
consists oKindergarterto Year 6 after which children attend high scho@ther

states in Australia may use different titles for primary school and high school years.
Prior-to-schoolsettingsor services(PTSS)

Places that provideare and education of children in the years priochildren

starting compulsory education the schoolcontext Early childhood education and
care is provided in settings such as family day care, preschools and kindergartens,
preparatory schools, centre based or long day care, and occasionalfesganay

applyfor these serviced Australiabased on the hours of care and family income.
SDQ

TheStrengths and Difficulties Questionnaiseali 2 2f dzZaASR Ay NI GAy3 OKAf RN
emations, behaviours and relationships on 25 itersmprising five scales with five

items in each scaleyhichexplore emotional symptoms, conduct problems,

hyperactivity, peer problems and prosocial behavig@sodman, 1997Both

D 2 2 R Y angltlled SA@ersions were used witthe additional mpact scale for

parents.
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SEIFA

Socioeconomic Indexes for Areas summarise the sammomic conditions of an area

using relevant information from the Census.
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1 Introduction

1.1 Background to Study

The Starting School Study was designed to investigate the experiences of families and
children living in an area of recognissacioeconomiclisadvantage as they made the
transition to primary schol. The Starting School Study was an independent study, which
formed part of a larger longitudinal project, the Maternal Early Childhood Sustained Home
Visiting (MECSH) triaThe MECSH trial employed a randomised control desgrg an
intervention andcomparison groupo assess the impact of a sustained nurse home visiting
intervention on families and children from a low socioeconomic backgro8ath maternal

and child outcomes were assessed in the MECSH trial

Participants for the Starting Schdaiudy were identified from the MECSH trial as
families with children who were eligible for school entry at the start of the school year in 2009
and 2010 These families and children were invited to participate in the Starting School Study
prior to schooktart. A total of 57 families, comprising both intervention and comparison
families, accepted the invitation to be part of the Starting School Stilidyo cohorts of
participants were formed The first cohort started school in 2009 and consisted ofa26ilfes
and children The second cohort started school in 2010 and consisted of 31 families and
children The findings of the Starting School Study were based on data gathered from these
two cohorts Final data analysis compared the experiences oiriterventiongroup (n=27)
andthe comparison grougn=30) identified through the MECSH trial, to determine the impact

of the intervention on these families and children in the process of transition to school.



Predominantly qualitative methods were usedlfie Starting School Study to gain the
perspectives of the major stakeholdershildren, parents and teachersn the transition
experience Gaining the perspectives of major stakeholders was important as they often differ
both within and across the gups (Dockett & Perry, 2004a, 2005a; Podmore, Sauvao, & Mapa,
2003) Data for the Starting School Study were collected from the primary caregiver, mostly
mothers, and children at the end of the psehool year prior to children making the entry into
school and again towards the end of their second term at primary schbeacherQ
LISNBRLISOGADPSE 6SNB AyOf dzZRSR O2y OSNYyAy3d OKAf RNByQa
The perspectives of tisemajor stakeholders were gained to develop an understagdihthe
factors in the home and school environments that influenced the experiences of transition to

school for families and children living in disadvantage

In society, disadvantage is determined through levels of income and other social,
economic andhealth resources of families (Australian Bureau of Statistics [ABS],. 200y
AY RA&FRGEFYyGFr3IS KFa YFS22NJ AYLIX AOFGA2ya F2NJI FFYAfA
life and over the life course (Manning, Homel, & Smith, 2006; Saundedgd\& Griffiths,
2008) How children grow and develop hiamsplicatiors for future successyhich can be
especially pronounced as children move into the school context and begin to associate with

new peers (AzziLessing, 2011)

1.1.1 Aims of thestudy.

The Sarting School Study had twoainaims The first was to explore the experiences
of transition to school for families and children living in disadvantdgy’ FI YAt ASaQ A @Sa ¢k
of transition to school can be one of particular importance (Fabian &ldpy2007) However,

OKAf RNBYX LI NBydGa FyR (SIFOKSNAQ @OASgLRAyl(Ga KIFGOS o



in the transition process (Dockett & Perry, 1999, 26)0Phe period of transition to school has
been highlighted as a time of challenge, sga and adjustment for children and families
(Dockett & Perry, 2007a)f the experience of transition to school has a positive outcome it
Oty KI@S t2y3 GSNY AYLIEAOIGA2YyA T2NJ OKAf RNBYy Q:
later life (Duncan eal., 2007)and lifelong learning However, the transition to school
experience is influenced by many factors which can support or hinder a positive outcome for
those involved This study aded to the research knowledge and understanding of transition t
school for all families and children, and particularly those living in disadvantdggre are

many factors that impact on the lives of families and children living in disadvantage, for
example health, housing and family relationships and sugpatich may also influence their
experiences of the transition to school (Edwards, Baxter, Smart, Sanson & Hayes, 2009;
Lunkenheimer et al., 2008; Zuckerman & Halfon, 2063} anticipated that by understanding
factors that support and hinder families andildinen living in disadvantage in their experiences
of the transition to school, supports can be strengthenéuaddition areas needing additional
assistance can be identified, and support provided, to improve the transitional outcomes for
these and all families and childre@upporting positive experiences of transition has the

potential to create opportunities through edation for families and children.

The second aim of the Starting School Study was to assess the impact of the MECSH
intervention on the transition to school experience for families and children living in
disadvantage Comparisons between the responsegarifr intervention and comparison groups
were made to determine if similarities and/or differences existed in their experiences of
transition to schoal Any differences that existed were analysed and discussed in association

with the aims and outcomes of tfdECSH intervention



1.1.2 Overview of hesis

In order to understand the complex nature of transition to school for families and
childrenliving in disadvantagthe literature was reviewed in four main aredkeories utilised
in research of early school maitions; defining disadvantage and outlining the impact of living
in disadvantage for families and children; discussion of early intervention and home visiting
programs; and defining a theory of transition applied in this study as a useful framework for

understanding transition to school experiences of families and children living in disadvantage.

Chapter One provides the background and purpose of the Starting School Study
Chapter Twaliscusses relevant theories and models pertaining to transitionderdio
understand the many factors that can impact on children and families in the transition to
school. Transition to school experiences of both children and families are highlighted,
identifying changes and challenges that are faced, and the implicatimse may have for
families and children living in disadvantage. The assessment and theoretical approaches to
issues regarding school readiness and the role of readiness and assessments in the transition to
school are also discusse@hapter Thre®utlines the terminology surrounding disadvantage,
including the definition and determinants of disadvantadgealso focuses on the
developmental and life outcomes for families and children living in disadvant@igapter Four
examinesvarious programs angrogram models, includingome visiting programsand the
role they have in supporting families living in disadvantagesults of international and
Australian studies are discussdnighlighting the positive impact of nurse home visiting
programs Linksare drawn between the role of early intervention, the determinants of

disadvantage and the process of transition to schoBhapter Five presents a theory of



transition thatis thenapplied in the transition to schoals ausefulframeworkin

understandng the many factors that impact on the process of transition to schGblapter Six
introduces the Starting School Study and identifies the research aims and queSiosster
Seven outlines the methodology and thrulti-method research design usedthe study,
includingthe ethical and other considerations pertaining to working with families and children

living in disadvantageChapter Eight outlines the data analysis methods used in this study to

RSGSNXAYS LI NByiGa | yR OK foscRdeEnd ieimetBde i@did Sy OS &

compare those experiences for the intervention and comparison grotipe results of the

study are presented over three chapter€hapter Nine provides an overview of the results
and presents the parent result€hapterTenpresentsa summary and discussion of the results
from analysis of the parent datand presentsthe comparison of resudtfor intervention and
comparison groupsAmodel of the transition to school experience for parents, using a theory
of transition as a frameworks also describedChapter Eleven presents the results from the

FyFrfeara 2F OKAf Rriviy of hesovebultsS ChiipteSTavalve prasénts the

QX

Fy g e

QX

results. A theory of transition is applied to provide a framework to understand the transition
to school experiaces of children. Chapter Thirteen provides refldohs on the research aims,
the impact of the MECSH trj&the theory of transitiorthat has been applied to the resul&nd
the limitations of this study The final chapter, Chapter Fourtegrovides he conclusion, as

well as implications for future research.
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2 Transition to School

2.1 Defining Transition

A transition is defined as the process or period of changing from one state or condition
to another (Oxford Dictionar2000Q. Transitions occuriroughout life as part of human
growth and developmentTransitions also occur in educational contexts as children move
from home to preschool, preschool to school, primary to secondary school and on to higher
education Different theoretical angbractical viewpoints pervade approaches to educational
transitions Early research investigating the transition to school focused on the individual
OKAf RQa NBI RAd Sta a0 ZFy2 &S addKy2@8x NB A S| NODK SEF YAYA
schoolemphasiSR | aaSaayYSyid 2F OKAfRNByQa alOKz22ft NBI
measures to determine how well children would fit into the school environment

In more recent times, understandings of the transition to school have evolved to
AYO2NLIR2 N} (BROKSEBRNBZNBRANR22f S (GKS 20K22f Qa NBI
ways in which families and communities support children (Lewit & Baker; M855els, 1996

NEGR 199) and how children support each other (Pete2003; Jackson & Cartmel, 2010)

These understandings have generated different approaches to transition practices,
ranging from oneoff transition activities to extensive transition programs for children and
families Transition programs emphasise continuitypedagogy, curricula and apgaches to
discipline and learning to promote ongoing linkages between environments that support
children, such as home, prito-school and/or schoatontexts (Kagan & Neuman, 1998).
However, they can also highlight discontinuities in these same af@aasition programs also
attempt to promote continuity through building relationships (BoHaaker & Little, 2004;

Fabian & Dunlop, 2007).



M2@BAYy3 | gt& FNBY SINIeé O2yOSLlidzZtAaalridAiazya Sldz
perceived school readiness, the defioin underpinning this research locates transitéord & (G K S
continuity of experiences that children have between periods and between spheres of their
f A@Sa¢ oYLl Al yp.366)dnSluddin jhis braadedegobgicaview of transitionis
the focus on the ongoing and continuous, shared process of transition involving various people,
processes, contexts, and relationships occurring over time (Bronfenbrenner & Morris, 1998;
RimmKaufman & Pianta, 2000; Rogoff, 199%hile the focus of much theorisi about
transition has emphasised the importance of continuity, this view also recognises that
transition can be characterised by experiences of discontinuity, which can offer valuable life
2L NI dzy AGASa F2NJ OKAf RNBY Q2002PHGe,200R), ahdyie f S NY Ay 3
potential for additional difficulty, anxiety and confusion as children negotiate the unfamiliar

context of school (Dockett & Perry, 2002c)

2.2 Approaches to Transition

Interpretations of transition to school have often focusedtba readiness of children
to start schoal Diverse interpretations of readiness for school fall under four main theoretical
approaches (Meisels, 1999): the nativist or maturationist view;bleaviourist or
environmentalview; the social constructivistew; and the interactionist viewin a
maturationist view it is proposed that school readiness is inherent in the child (Meisels, 1999)
YR RS@St2LIYSyd LINPOSSRA (KNRdJZAK LINBRAOGIOES adlr 3
(May & Kundert, 1997)Children reaching a particular chronological aghich varies
internationally,would reach a stage of development that would deem them ready for school
Another stance, théehaviouristd A S¢ NB I+ NRa aOKz22f NBFRAYySaa Fa RSY

behavidzNE F YR € SFNYAY3Is gAGK || F20da 2y SEGSNYI ¢ A



ability to count, recite the alphabet, recognise and name colours and shapes, and interact
appropriately with teachers and peers (Dockett & Perry, 2002eisels, 1999)The
behaviouristenvironmentalistview emphasises the role of training children to be ready for

school, through direct instruction and practice of relevant behaviours and. dRillsct testing

2F OKAf RNByQa alAff | Olchixlto Hefeiming if childrendaie feédt & SR 0
to start. A further approach, the social constructivist view, sees school readiness as embedded

Ay GKS OKAtRQa a20ALf FyR Odz dzN* t O2yGSEG &A
school involved in the tragition experience (Graue, 1992008 High, 2008; Janus & Offord,

2000,2007; Janus, 2011)n this view, learning occurs through the social interactions between

children and significant others within particular contextsK S FI YA f & AlA GKS OKAf
context for learning and developmenChildren also learn in the context of other social

AYGSNF OGA2yas AyOfdzZRAYy3d (GK2aS gAGK NBfFGIAGSAS
within the local and wider communityCommunity members may badividuals that are part

of a religious or sporting organisatiaihg preschool community, grart of the cultural

community of the child and familyConsequently, what is deemed important for school

transition and school readiness, and the supports #rat provided in each community will

vary, depending on the social and cultural expectations of the community

Incorporating elements of these three views (maturationist view, the
behaviouristenvironmental view, and the social constructivist viellvis possible to consider
aninteractionistviewthat regards readiness as demonstrated by the child in the course of
relationships and interactions over time in particular contexts such as the home, school and
the wider community (Doucet & Tudge, 200&nus, 2011; Meisels, 1999; Tudge, Freitas, &

Doucet, 2009) The child is recognised as central to each of the four viewpoints of readiness



but the interactionist viewpoint recognises the influence of time and context on school
readiness making it significy & Ay RSGOSNNXAYAY3d (GKS WNBe RAySaaQ 2F
interactionist view is reflected ian ecological mdel oftransition(Figure 1)Piantg Rimm

Kaufmang& Cox 1999 p. 6. In this model, child development is influenced by the direct

interactions of the child in a setting, and through the changing networks of relationships in

different settingswhich occur over time

Preschool Kindergarten

|
Teachers —p Peers Teachers - Peers

I\/ ; ' I\/
7 \I ! S o \I

Community —» Farmnily | | Community «—> Family

Figurel. Anecologicamodelof transition(Piantag RimmKaufmang& Cox 1999 p. 6) showing the

interconnections that occur over time between and witlpireschool anindergartercontexs.

CKA& Y2RSt AYyO2N1RNIGSa GKS OKAfRQa aiiftaz 1y
home,acknowledging that the home context shapes what the child learns and values
Reflecting an ecological perspectitieis modelacknowledges the influence of processes or
interactions, people and contexts occurring over tintdowever, the bdirectional nfluence
that contexts can have on each other is neglected in this moget.example, Kindergarten
settings can influence what occurs in preschool settings in terms of their expectations of
preparing children for school whereby preschools provide mangcsired activities for

children in the year beforthey start school Children bring the skills, knowledge and

10



abilities, established in the early years of life, to the preschool and school as the building blocks

for future learning

In the UnitedStates of America, the focus on school readiness of children led to the
National Education Goals Panel (NEGP) (1997) devising a working definition of readiness
identifying three interrelated components: the readiness of the child for school, the readiness
of the school for the child and the capacity of families and communities to support the
RSOSE2LIYSy il f 2LIRNIdzyAdASa F2NJ @2dzy3d OKAf RNB)
2001) This definition of readiness includes child factors and emphasise®t of the school,
focusing on building supportive relationships between all stakeholdiies child, the family,
the school and the communityto assist and support the child in the process of transition to
school (Dockett & Perry, 2007bResponsillity is placed on schools to be readysiopport all
children and families as they make the transition to school (Graue, 1992; Shore, 1998; Wesley
& Buysse, 2003) because children do not enter school having had the same life experiences or
reflecting simliar stages of development Children also have individual personalities, abilities,
attitudes and behaviours that can influence how they experience sciidw@ value placed on
recognising and appreciating individual differences in the school contexhfiaarice teacher
and peer responses to children living in disadvantageparentially reduce or perpetuate
stigmatisation andhe development of a negative sealhage for these children (Désert,

Préaux, & Jund, 2009; Horgan, 2Q07)

The role of the teaher is fundamental establishing and maintaining positive
relationships between families and schaolkhe relationship between teacher and child has
been highlighted as being important to school transition and continued school success (Baker,

2006; Buge, Verschueren, Verachtert, & Van Damme, 2009; Hamre & Pianta, 2001,

11
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relationships can begin prior to the child starting school to provide support over the process of

trangtion to school for children and their familie®©ver the transition period, positive

relationships between home and school can provide a network of support for families and

OKAf RNBYX KSfLI 2 ARSYyi{iATFTe OKAf RMKBdeducd 6 NByIdKa |
confusion and misunderstandings about aspects of school such as the expectations of parents

and children about school (Mashburn & Pianta, 200®)sitive relationships between home

and school provide a framework for children to be readysftool and school to be ready for

children This view of school readiness has been supported with indications that relationships

and interactions are important for all children in the transition to school (Dockett & Perry,

2007b; Henderson & Mapp, 2002)

2.3 Bio-Ecological Theory and Transition

The Developmental Model of TransitiRimmKaufman& Pianta 2000 situates
context as separatbomthechild ' v | ft G SNY I G6ABS GASs asSSa 02y GSEG | &
YR SY@ANBYYSY(és @dtBxideinsdpSablénteRctingariddz £ | y R
interdependent, embedded within social relationships that occur within a physical setting, and
which develop over tim¢Cohen & Siegel, 1991, p. 1&rom this perspective, person
influences the context while beg a part of that context (and vice versa), with meaning in each
experience being determined by the interactions and interdependence of the person and
context in a particular event

CNFyarGA2y GASH6SR Ay GKAA ¢ &fcanfexiaddy RSNEG22R A
iKS O2yySOlrazya | ONraa (KSaS Oz2yiSEdGa Id Fye 3AA@S
Kaufman and Cox, 1999,4). Relationships within and between contexts define the

12
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community rather than an event that happens specifically to a child (B&8adker & Little,
2004) The meaning and understandings developed in transition to school are defined by the
shared experience, through communication and engagerirethe experience (Rogoff, 1995)
Bronfenbrenner (1986) described child development using sbaogical model depicting a
series of nested systems that operate together to influence child development: the
microsystem, the mesosystem, the exosysterd #me macrosystemThe microsystem
encompasses the immediate context in which the child operates, such as the familytoprior
school setting and the school settinffhe mesosystem represents the connection between
two or more microsystems, such as theationship between the school and hom&he
SE23eaiGS8Y A& ty SEGSNYlIf Syg@ANRYyYSyd GKFG | FF
the parental workplace The macrosystem is the broader social and cultural contiext
addition to the four systemm described, Bronfenbrenner (1986) proposed a fifth system, the
chronosystem, to analyse and document changes over time in the individual child and in the
environment Abio-ecological systems approach provides a valuable framework to understand
the interplay between and across systems in the transition to school.

. NRPYFSYoONBYYSNI omdppp0 RSEAONAROSR Of2asS Ayds$s
need to occur regularly over an extended period of time to be effective for optimal child
development Suchinter Ot A2y a 200dzNJ 6Si¢6SSy GoAz2lLlaeOKz2f 23
AYRADGARdzZ t a2 202S0Gaz FyR aegvoz2fa Ay (GKS Sygal
O2YLX SE NBOALINEZOIf Ay G S NI62YIhterattiods indhe kg F Sy 6 NB Y
contextmay involve a parent and child sharing a storybook each night or children playing a ball

game as they build skills in throwing and catchihgthe transition to school, a proximal

13



process could be evident in learning activities such as the teachengedpildren learn the
A0K22f Qa NXzt.SNER yI FySR/ oNBSIYiyAYNS &6 m ot pv SYLIKIF aAaSR G KS
participation in contexts and relationships as important to child development, believing:

Development is enhanced as a direct function of the nundiestructurally

different settings in which the developing person participates in a variety of joint
activities and primary dyads with others, particularly when these others are more
mature and experienced(p. 212

2.4 Application ofBio-Ecological Theorin Transition Research

A bioecological framework is based in the principle that child development occurs
within a context of interactions between the child and the objects, persons, and symbols in
GKIFIG OKAf RQa Sy @A NER y.vBasédio abio-dddEogidaSdndeNdky Y SNE M @pT O
Dunlop(2002) developed a model (Figure 2) of a systems approach to transition depicting the
interconnected and complex series of systems that influence and are influenced by the child in

the transition to school (Fabian & Diop, 2007, p2).
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Figure2. A Transition Systems Approach (Dunlop, 2@02460 o6 &SR 2y . NRYyFTFSyoNByy S|

Model showingthe interconnection of systems and relationships influencing child development.

The child isentral to these systems, being both affected by the settings and influencing

changes or continuities in those settings through the shared interac8sanfenbrenner

(1979; 1986; 1995) referred to this influence as being bottlitgictional and reciproda

Connections or relationships (mesosystems) between settings (microsystems) are important

F2N) 6KS OKAf RQA RS@Sft 2 LIYSy i Relatibn$tpsparticdarfOK A £ R A

those of and relating to the child as central in this maatel the vital link between the
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systemsassisting communication and information exchange between contétte context of

relationships is fundamentally important to development as Drewery (1991) explains:

When we think about the development of our own live& think about our
relationships with other peopleWe see ourselves and identify ourselves in terms
of the interweaving of our lives with the lives of othefp. 151)

The child and the family making the transition to school are recognised as sverfal

systems that undergo change over timihe family, the priofto-school setting, the school, and
the wider community, that are all embedded in political and social systétetationships

within and between these systems create a fundamental nekworbuild trust and rapport
between child, teacher, home and school (Hamre & Pianta, 2001; fRiautman & Pianta,

2000) This network influences the child, both directly and indirectly, in the transition to school
(Hamre & Pianta, 2001; RimKaufman & Rinta, 2000) Direct influences involve child
characteristics and other factors such as the home learning environment and family
relationshipgMelhuish et al., 2008)Indirect influences include family involvement in the

school and family connectednesdétiin the community

Abio-ecological framework has been applied in research investigating the transition to
school experience to gain an understanding of the differing perspectives of stakehdtaers
example, what is important in the transition tohswl for adults such as parents and teachers
(Dunlop, Lee, Hughes, Grieve, & Marwick, 2@é&nlop, Hughes, Fee & Marwick, 2008
Einarsdéttir Perry, & Dockett, 2008; Griebel & Niesel, 2002; Margetts, 2002; Peters, 2000) and
children (Dockett & Perng005a, 2006; Einarsdottir 2007b; Margetts, 2008) have been
investigated Findings from these studies support the growing understanding that the
transition to school may be viewed and experienced differently for those involved and is

influenced by manyattors These influences extend beyond thecrosystensin an ecological

16



model For example, at the macrosystem level, government policy in early childhood
education could be investigated using @cological framework to determine the impact on
outcomesfor children, families and communities in the transition to school (Brown, 2010;
Elliot, 2006; Farrar, Goldfeld & Moore, 2008uch studies have established guidelines and
recommendations for future directions in early childhood education and care & offildren

and families the experiences, relationships, strategies and programs that can assist them in
making a smooth transition to the school contekt a case study analysi&rown(2010)
highlighted the narrow forms of assessment used to determaafiool readiness which focers
Yy2aidfte 2y OKAf RNB y.CBaggéestdhare $nxde ©Or ahJBtaEtMNSY | vy OS
viewpoint to be reflected in assessmenmt#h the focus on how young children learn and
developin particular context®s a process oveine, accounting for the contributions of the
child, family and community to this development and learnif@rrar et alsuggest multiple
strategies and programs to support school readiness at the child, parent, school and
community levelshould beprovided through reading programs, honwisiting programs,
parenting support programs and transition to school prografisese programs should be
designed to supporngoing learnindpy using strategies, direct assistance and resources
within a framework thadevelops interactions and relationships as children move from home

to prior-to-school andhen school contexts

New concepts are also developing as a result of buildingi@ecological theory in
OGN yaAdGA2y NBaASINDK:Z adzOKGl & QU KSTopi@@d A Y HART W |
WiNYyaAxidAzya OFLAGIFEQ SyOFLaAdzZ 1Sa (GKS L2t 2°
which can assist them through transitiongransitions capital is formed and continues to grow

with each experience of trartBin and is dependent on the nature of the systems that children
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and families function inTransitions capital develops over time and through relationships and
experiences, so that experiences and outcomes of one transition shape and impact on the
next In this way, transitions capital is accumulated, with early experiences of transition
continuing to impact as children experience other transitions in school and in life, such as
moving to the next year at school, on to high school or university, andt@teork. Creating
positive experiences for children in early transitions forms the foundations for continued

success in schaool

Bronfenbrenner also described the links between microsystentseasmiessystem
The mesosysterhas been metaphorically referred to as a bridge between settirigsthe
transition to school these links become important and create bridges to assist the child in the
transition to schoal The strength of the link between two contexts is reliant on the
relationships and the connections that exist between them (Peters, 2008, 200@) stronger
the bridge is, the better the connections and relationships, and the smoother the transition to

school

In a similar vein, transitions have also been viewed assimgs between borderlands
.2NRSNIFyRa OFy 068 (K2dzaKd 2F +a adkKz2asS aLl o6Sa (K
fAYyS GKIG RAFFSNBYOGAFIGSa G6KSNBE 2yS tSIH@gSa 2yS 41
Rosiek, 2007, p.59)This idea supportthe view of transition to school as a process where
G20KSNE glea 2F YIFI{1{Ay3a aSyasS NS FTR2LIWSR FyR AydS
identities as they metamorphose from preschoolers to school child&me cannot pinpoint
when the change in see making or in identity occurs; it is a gradual process occurring over

time, with both a physical as well as a cultural border being crossed
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While thebio-ecological model provides a valuable framework for understanding the
complex nature and interplagf social systems, it has come under some scrutirye
placement of the child in the model, at the centre of the series of nested systems, implies that
the child holds a high level of importance yet, for example, the child may be one of several
priorities in the family or may be marginalised and/or overlooked in some families and
communities Yogler, Crivello & Woodhead, 2008n addition, where children have
experienced life situations such as a family breakdown, the microsystem may be more complex
than indicated in the model as children experience more extensive and changing settings,
relationships and activitied/pgler et al., 2008 The model depicts the cultural beliefs, roles
and practices in the macrosystem, in a separate system that is selgrfangemoved from the
AYLRNIFYG FYR LINPYAYSYy(d LING GKSaS FaLlsoia 27
and activities at the family or microsystem level (Vogler et al., 2008 of the ways in which
the impact of social and cultural ptames and rituals can be better understood is through a

WNAGSE 2F LI aalk3ISQ (KEDNBEO)y 8 RSTAYSR 68 £y D

2.5 Rites of Passage Theory apdming events

The concept of rites of passage was first noted by French ethnographer, van Gennep
(1909 1960 when he studied rituals and ceremonies used by different cultures in human
society In classifying these rites, van Genn&p(9,1960) differentiated those rites that
signified a change in status for an individual or social group, and thoseinyalpassage over
time. He defined a similar structure to the rites used in different cultures with his work on rites
of passage applied in anthropology (Turner, 1967) and continuing to be used in other
disciplines including recent applications in edumaal research on transitior-abian, 1998,

1999;Garpelin, Kallberg, Ekstrom & Sandberg, 2010; Mendel, 2007)
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Van Genne§1909,1960)described the rites of passage as a series three stages: the
rite of separation (prdiminal stage), the rite of transition (liminal stage) and the rite of
incorporation (postiminal stage) (Fabian, 1998, 1999; Garpeliri,®Qam, 2009) Applying
theseto transition to school, laildren movefrom the world of home or preschool, crasg the
school thresholdd 12 ONR &aa&a GKS GKNBaK2ftR A@nGehnepzy AGS 2y SasSt
1960,p. 20). Transition to school is a process of change not only tiests, but also in social
identity, roleand statugGriebel & Niesel, 2002As the child enters school, there is a shift in
social status and expectations, as the new role and the responsibilities of being a school child
are adopted (Vogler et al., 28D Parents also experience a shift in social statakand
expectations as they adopt their new role and take on the responsibilities of being the parent
of a school childGriebel & Niesel, 2002)he liminal stage can vary for each child, being
detSNXYAYSR o0& OKAf RNBY QadisgaaitioSssupdor® ardl Bpatmhées, | YR G KSA N
with some children taking longer to adapt to their new status as a school child than others
the transition to school, teachers and children create a communitigérschool context, which
has meaning to each child as they adopt a new idergigtusand roleas a member of that

community, as a school child

Linking with the theory of rites of passage and rituals in transition is also the notion of
GLINAYAYA BOZNWNAEI NB 3G taNf YAAVYE NASO Syninan OA y @2t @S | OG A QA (
children, by their very participation, attend prospectively to ongoing or anticipated changes in
0 K S A NTdrsar@&Mofinari2000,p. 17) Children are prepared for the socultural
context of school by the use of priming evenBriming events help children become familiar
with the expectations and routines of scho8l K Sy LINB & OK22f SELISNASYyOS& & dzLJ

thinking, learning and development thean be viewed agrimingeventsfor school Many
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children participate in formalised orientation programs and activities that are designed to
familiarise the child with school practices and signify their impending change in social status as
they become school childre®iming eventscanprovide continuity but they may also

highlightdiscontinuitiesas children move into the school context (Peters, 2010)

A criticism of the rites of passage theory of transition is the passive view the child has
in the process (Lam & Rard, 2006), with the child seen as involved in the transition to school
and adapting to the changes that occur, but not influencing the course or the outcomes of the
transition. Thisview of the childhas changed with the development of social theotlest see

the child as an active social actor

2.6 Social Construction of Transition
. N2 y T Sy dbidEcylgiSaNdbdesituatesthe individual child and context as

independent entities that act on each other withdirectional influence However,social
theorists view the context and the individual as inseparable (Rogoff, 1982; Vygotsky, 1978)
Vygotsky (1986argued thatchildren internalise learning through social interactions, and are
able to achievenore by working with a mor@xperiencedpeeror adult, than if they work
independently In addition to participating socially in activities, Vygotsky (1978) emphasised
culture as important in child development and learning, with the child seen as active in the

social construction of knowledge where

9PSNE FdzyOliA2y Ay GKS OKAftRQa Odz §dzNJ €
people (interpsychological) and then inside the child (intrapsychologithl¥

applies equally to voluntary attention, to logical memory, and to the formation of
ideas All the higher functions originate as actual relationships between individuals

(p.57)

The basis of this learningg¢cording tovygotsky(1978) is cooperative dialogues,

mainly using cultural tools such as language, to mediate the social environiBeiding on
21
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this, Rogoff(1990) theorised that the child internalises the culture through tools such as
language, and so @S NA Sy 0Sa W O dzHawexsd Rogoffioe) sdésl-cliahgdsy” Q
AyOf dzZRAY 3 (NI yaraAdAaAz2ya AiidividiaE SoEexdlugivelyigtBeir i K SNJ SE Of dza
SYOANRBYYSyGaz odzi F OKIFNI OGSNRARAGAOP.278) Ay RA @A Rdzl &
this way the child is an active agent in change due to their participation in-soktioal
activities

Rogoff (199%has arguedi K| i &+ yeé S@Syd Ay (GKS LINBaSyd Ara |y
SPSyiGa FryR A& RANBOGSR (26 NR FI215%).&ronitkid, & KI @S y2i
she described learning ascuring on three planegpersonal, cultural and soc@ihat all
operate together, either in the foreground or background, to create learning experiences
Shared experiences do not remain in memory waiting to be called into the preRather,
GUKS LISNE2Y Q& LINBGA2dzda LI NI A ORLIKE 22y 302N NK dNaziRS &
(Rogoff, 1995p. 155). By means of the idea of the shared experience (Rogoff, 1995) the
OGN yardgArAzy G2 aoOkz22ft OFry 0S @GASH6SR I a Y2NB (KlFy @2
entry. Further, transition is not just about chahges as the child changes context from the
prior-to-school setting or home, to participate in the school contektansition to school is an
2y3A2Ay3 YR O2ylAydz2zdza LINRPOSaay | OdzZ YAYIlIGA2Yy 27
previous experienceis the home andther settings, with an emphasis placed on future goals,
potential for learning, and what is yet to be accomplished in the school context (Rogoff, 1995)
Aligningwiththe biecS 02t 23A Ot Y2RSt X w232FFQaofhd Sg NBO23IAYA A

context andthe individuals irinteractions occurring over timeThis process includes the hopes

O

FYR FALIANIGA2ya 2F (GKS OKAfR FyR TFFYWhatd a GKSe

occurs in the present shapes these hopes and dredmdetermining what transition involves,
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Al Aad AYLRNIIyG G2 O2yaiRSNI GKS ARSI 2F wo2yi:

setting

This section haarguedthat interactions and relationships are central to the
transitional processThe natuie and extent of the relationships or linkages between the family
and other key settings becomes vital for children and families at the time of transition to
school Relationships provide support throughout transition as the family and child adjust to
the changes and challenges of schodlK S OKAf RQa LINBGA2dza SELISNA Sy C
childcare and othersettings combine to shape their present understandings of the school
context and to emphasise the future experiences in this context NBpyelidu€experiences

also play a role in their understandings of the school context
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3 Families and Children Living with Disadvantage

31 2KId Aa Ws5AatlROIyGlF3aSQK
All families and childreneed acess to financial, health, social and educational

resourcesand supports in everyday life have theopportunities foroptimal health,
education,andemployment The provision of a supportive environment for child growth and
development can be impaired by limited or lack of access to resouFmsexample, whe a
family is dealing with the health problem of a parent or issues relating to substance abuse or
domestic violence they may not have the capacity to provide a safe and nurturing environment
for a child AustralianSocial Inclusion Board, 201MWlany dificulties in accessing resources
and supports are attributed to living in povertilowever poverty is a relative concept,
defined in different ways and dependent on time and place (UNICEF,. 2008 narrowest
aSyasS WLR @SNI e Qcomdandig usily deteminédiusing & tRrestiold marker
defined by government (Kingdon & Knight, 2006; McLoyd, 1998 | FI YAf &8Qa f S@S¢

assessed to be below the threshold marker, the family is considered to be living in poverty

Accordingo UNICEF (2005) families are defined as living in poverty if their income is
below 50 per cent of national mediancome ¢ KA 4 A& RSAONAOSR a4 WNBf I
2006) The limited income available to families living in poverty can reducenpareapacity
to provide a home context that stimulates and supports the optimal growth and development
of children Recent estimates are that 14% of Australian children are living in relative poverty
(Organisation for Economic @peration and DevelopménOECD, 2011)Studies have
mapped changes in incormased poverty over time, discussing the impact and implications of
poverty on Australian families and children (Harding, Lloyd, & Greenwell, 2001; Payne, 2009;

Saunders & Bradbury, 2006)hese studie have determined that other factors impact on
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families and children living in poverty, recognising that income is onlypotential
determinant of disadvantagelncome based definitions of poverty have come under scrutiny,
with poverty now thought to eaompass more than income alone (Payne,2(xaunders et

al., 2008)

¢tKS 02y OSLIi 2F WRAAFIRGIyGlIr3aSQ ftAyla (G2 GKAA Y2
and is described as broad and multidimensional, encompassing social, economic and health
factorsthat are interrelated (Vinson, 2007Factors such as income, educational attainment,
unemployment, home ownership and fluency in English (ABS, 2006) are ubesttibe
elements ofdisadvantage The oncept of disadvantage incorporates socioecono matust
GKAOK A& YSI&AdZNER Ay @DFNAR2dzda ¢l &a o0laSR 2y Gaz2ys
SRAzOI GA2y > IyR 200dzLd GA2Yy [l t &ldweStelzdiséd societed, Rf S& g /[ 2
such as Australia, families living in disadvantage are oftéhReNB R (G2 Fa o0SAy3 WIF G N2
they have an increased potential to experience negative social, economic and health
outcomes G CIF OG2NAR GKIFG FNB aa20AFdSR 6A0K Iy AYONBI| &
termed risk factors (Foley et al., 19994). t NA Yl NAf &> | OKAf RQ&a NAxail A& RS
SEAaAGSYyOS 2F FIOG2NB GKIFG AYLIOG 2y GKS OF NBIADSN
years

/| KAt RNBY SELISNASYyOAy3dI RA&FRGFYGlF3IS YIe 0S8 02ya
possibility of experiencing poor growth, development and health outcomes than those who do
not experience such an environment. Children living in disadvantage are reported to
experience an increased likelihood of: development delay and learning difficulties; ptarsica

accidental injury; vaccinpreventable childhood illness; as well as a higher incidence of child
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abuse and neglect (Armstrong, Fraser, Dadds, & Morris, 1999; Brownell, et al., 2010; Crandall,

Sridharan, & Schermer, 2010; Haynes, Reading, & Gale). 2003

Protective factors alleviate the impact of riskhile having an adequate income and
access to social, economic and health services and supgrertsonsidered protective factors,
S0 too are supportive stable, nurturing relationships and positive hteaming environments.
Optimal development is based inch relationships and environmentghichare notrestricted
to those living in advantaged circumstancésh LJG A YI £ RS @St 2LI¥Syd Aa 02y
enabling children to grow into flourishing persotisat is persons who have developed (and
are still developing) their given possibilities to the full and optimally fulfil the domains that can

68 aFAR (2 0S5 202800A0S02®2922R F2NJ Ftt LIS2LX S¢

¢KS ONRBIFR GSN)Y Wisasgdnihid studytoddddribelciR@ristgnids 3 S Q
wherechildren and families do not hawaccess to the social, financial, and health resources
and supports thapromote optimal development. fiects of disadvantage are mediatég

family and community contds.

3.2 Impact of Disadvantage

3.2.1 Impactof disadvantage at theridividual andfamily level

The family unit provides one of the most influential and important contexts for child

development (Bronfenbrenner, 19867 he child is influenced by the strength of the family unit

YR GKS FlLYAféQa oAfAGe (2 LINRPWeNbRISG ASKS O2y (S|
Fisher (2001) states:

¢CKS aAy3ftS Y2ad AYLRNIFIYyG AyFEdsSyOoS 2y | O
family. When things go wrong for families, the resulting problems affect the

development of the children in the family and therefore quite directly, the whole

community in which they live(p. 4)
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There are many factors and processes tlaitabute to disadvantageimproving the
situations of families living in disadvantage involves more than solely improving their financial
situation (Barnes et al., 2005; Saunders et al., 2008 familyisa powerful microsystem that
influenO S a O KdevdelRaBnyA @aiectories(Cunha, Heckman, & Schennach, 2010;
Heckman, 2006Phillips, 200¥ Early interventions that support the parenting role,
particularly by strengthening pareshild relationships, have demonstrated improvement in
the long term developmentatajectories of children living in disadvantage (Mercy & Saul,

2009; Shonkoff & Phillips, 2000)

3.2.1.1 Home Learning Environment

The nature of the home context as an environment for optimal growth and
development is determined by family interactions, relasbips and the capacity to provide for
OKAf RNByQa KSI f (K Ihetomé dohtexiSK [ LyIRE SARIKA0HH RINRWQ &
wellbeingand developmen{Bradley, Corwyn, Burchinal, McAdoo, & Garcia Coll,;Z06dnell,

& Prinz, 2002; Duncan & Broe&sinn,2000; Edwards et al., 2009; Heckman, 20@&hild
learning andvellbeingis affected at multiple levels biwing indisadvantage (Leventhal &

BrooksGunn, 2000).

Familiesexperiencing social, financial aod health concerns may not have the
physical ad psychological means to provide resources and engage in supportive interactions
with the child to encourageptimallearning and developmentEnvironmental factors such as
a lack of stimuli in the form of early exposure to literacy materials (Danziy¢al&fogel,
2000; Hertzman, 2005ylva, Melhuish, Sammons, SBétchford, & Taggart, 2004for
example, can place a child at risk of developmental difficulties, especially in the area of

language and cognitive developmerititeracy materials were inctted as beneficial to

28
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OKAf RNByQa tAGSNI O& | yR ydzYSNI Gehoneiodlke8 dSY Sy G |
reading playingwith and learningiumbersand letters; learning songs, rhymes and poems;
andinteracting in social visits and shoppiacfivites(Melhuish et al., 2008)Early spoken

fly3ddzZ 3S A& AYLRNIIFIYd F2NJ OKAf RNBYy Qa &dzoaSl dzS,
Peers, 2002; Ramey & Ramey, 2004) and is anchored in the interactions children have with

their primary caregivers (HHf2003; Love et al., 200Sylva et al., 2004 In the early years,

somechildren from disadvantaged backgrounds have been described as lagging behind more
advantaged peers (Hoff, 2003; Bee et al., 1982; Najman, Bor, Morrison, Andersen & Williams,

1992) For example, children living in disadvantage ragorted toscore lower thartheir

more advantaged peeiig vocabularyFish & Pinkerman, 200Btoff, 2003; Hoff & Tian, 2005)

at least partly because they sometimes experience limited patterns and amoftimaternat

child speech (Huttenlocher, Harght, Bruk, Seltzer, & Lyons, 18®ijyever such views have

0SSy OKIffSyaSR +ta FrLAfAy3a G2 F002dzyi F2NJ (KS

learning in the home context (Tizard & Hughes, 12842).

3.2.1.2 Attachment

Early life experiencehat are characterised by avm, nurturing and responsive
caregivingprovideinteractions that stimulate healthy brain development and help the child to
formulate a secure attachment to their parents or other caregiyérnold & Colburn, 2005;
Perry, 2001; Ramey & Ramey, 200Rgsearchers have suggested that young childrenldpve
an internal working model of the attachment relationship based on their relationship with their
primary caregiver (Kennedy & Kennedy, 200@)is assists children in determining their self
worth and in realising the reliability of others to providesth with essential care and attention

(Kennedy & Kennedy, 2004po00r maternal or primary caregiver attachment is identified as a
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risk factor thatmaylead to poor child developmental outcomasareas of cognition and
language developmer{Belsky & Fearqr2002; Thompson, 2000Attachment has been
indicated as influencing school achievement by impacting on verbal and maths abilities,
readingcomprehensiorand overallschoolachievement (Aviezer et al., 2002; Granot &

Mayseless, 2001)

Stresses in everygdamily life have been linked with the use of harsher parenting
styles and child abuse and negl¢Btack, Heyman, & Slep, 2001; ddea, Wilson, & Larson,
2001), which disrupt the formation of secure attachment relationshipsreased everyday
stressesre based in parental stress, which can stem from financial concerns, poor health and
nutrition, and limited support networks (Barnet, 2008; Stansfeld, Head, Bartley, & Fonagy,
2008) Parental stress impinges on the caregiving role by impacting on pagesiiyles,
indicated in the level of warmth and care, harshness or possible neglect, and child experiences
in parentchildinteractions (Sidebotham, Heron, & Golding, 2002; Stansfeld et al.,.2008)
Factors such as caregiver characteristics, includingkageyledge and mental health
(Fergusson, Horwood, Shannon, & Lawton, 1989), maternal depression (Brennan et al., 2000;
Puckering, 2005), and alcohol or substance abuse (Werner & Smith, 1992) have been linked to
poor developmental outcomes for children, egjally in areas of social and cognitive
development These factors have also been associated with families living in disadvantage
(Kiernan & Mensah, 2009; Mistry, Benner, Biesanz, Clark, & Howes, 2010; Sektnan, McClelland,
Acock, & Morrison, 2010)soktion from social supports and family disharmony, and the
existence of conflict and violence (Keeping et al., 1989; Najman et al., 1997; Werner & Smith,
MppHO FNB Ffaz2z FrOG2NR GKIFG LXFOS OKAfRNBY WHi NA

Difficulties are compounded when families experience problems accessing services which can
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provide financial, health and social supports to assist them in their primary caregiving role and

alleviate some of the impact of disadvantage

To provide an optimal contesor child development parents require: the physical and
mental capacities for caregiving and for their other roles in life; the financial means to provide
NBaz2d2NOSa G2 YSSG OKAfRNByQa o6l axd ySSRAT | YR
responsiventeractions with children, and with others to build social support networks and

enhance the social connectedness of their family (Kiernan & Mensah,.2009)

3.2.2 Impactof disadvantageat the community level

3.2.2.1 What is a community?

A community has been defines a group of people living in a shared geographical
location who are connected by social ties, common goals and perspectives, and engagement in
joint action (MacQueen et al., 2001Communities have been conceptualised in several ways
portrayed by diffeS y i RAYSyaAiz2ya &adzOK a aly FFFSOUABS d
Fdzy OtiA2y Lt dzyAld 2F LINBRdzOGAZ2Y YR SEOKI yaSés
02t t SOGAGS I OlpiByhifferént KihtisofleAvifoBments aneyc®atey bach
community, with members utilising their community in varying ways, depending on their needs
and circumstancesCommunities also provide a context of risk and protective factors that
impact thewellbeingof community members (Chaskin, 2008).

Thered INBsAY3 SOARSYOS (2 ada3sad GKEG OKAL
influence developmental outcomes (Broe&sinn, Duncan, Leventhal, & Aber, 1997; Carpiano,

Lloyd, & Hertzman, 2009; Goering & Feins, 2003) with neighbourbotideconomistatus
appd NAy 3 (G2 AyTfdzZSyOS OKAfRNBYQa BMGRABDLIYSYy G |
' 3a20A1GA2ya KI @S 06SSYy YIRS 06S0G6SSy ySAIKO 2 dzNJ
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readiness and achievement, child behavioural and emotional outcomes, and plnesittal

problems (Leventhal & Brooksunn, 2000) Some ecial competenciesf children, arising

from living in disadvantagesuch as their seleliance and independence may rag valued or

may not be viewed in the same way at school. Ty influenccO KA f RNByYy Q& NBf | GA2Yy aKAL
peers and teacherssavell as theincademic progress and behavioural adjustmaingchool

(Ladd, 1990; Ladd & Price, 1987; Margetts, 2004; Perry & Weinstein, 1998; K& Wesley

& Buysse, 2003)

The Family Stress Metlhas been used to understand how community factors can
impact on child and family outcomeBdrnett, 2008Conger & Ge, 1994; Conger, Patterson, &
Ge, 1995; McLoyd & Jayaratne, 199Bindamentally, family economic hardship has been
shown to influence ther factors such as parental mental health, parental relationships and
parenting behaviours which can directly and indirectly impact on child outcomes (Conger et al.,
2002;Linver, Brookgsunn, & Kohen, 2002; Yeung, Linver, & Brédkan, 2002; Westbroo&

Harden, 2010) The negative impact of economic hardship and disadvantage in communities

¢
(7))
()

2y OKAfRNByQa az20AltxX SyzdAazylf IyR O23yAGAGS
transition to school and later school success (Benson, Leffert, Scalggh&2BlL2; Crosnoe &
Cooper, 2@0). Yet some childrehave been reported adoingwell despie this predicted

negative impac{Siraj Blatchford et al., 2011).

Communities can also function at a broader level by supporting the relationships and
interactions that indirectly impact on the child, such as relationships between the parent and
their workplace othe parent and groupwithin the wider community Strenghening families
is a means of strengthening their communitiééhe Preamble to th&nited Nations

Convention on the Rights of the Child (United Nations, 1989) states that:
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The family, as the fundamental group of society and the natural environment for
the growth and welbeing of all its members and particularly children, should be

afforded the necessary protection and assistance so that it can fully assume its

responsibilities within the communitypara 5)

The UN Convention implies that societydasommunities as part of society, have an obligation

G2 LINRPGSOG OKAfRNBYyQa NAIKGA o6& SyadaNRAy3a GKI G
child weltbeing and development are providead all familiegMelton, 2008) The provision of

access to adguate services, supports and/or interventions, is a step towards supporting the

growth and development of children within families

Other contexts, such as early childcare settings, preschools, and salsmisfluence
the health and developmental presses of the chil@Bronfenbrenner, 1986)The school
becomesa communitythat canprovide a context for families to develop social support and
build social connectednes3 hese relationshipsvolve many stakeholders, includitige child,
friends, famy and teachers, and also extend to include fampier relationships and teacher
sibling relationshipsWhile these relationships have the potential to provide valuable support
they can also be a source of additional stress for some families when conationgcand
interactions are strained between home and the school context@ni@milies feel isolated
from these support networksThese relationships must be considered within the broad
cultural and social context, the macrosystem, that influences,iamfluenced by, the family

and the child and, therefore, the community (Corsaro, 1997; Corsaro, Molinari, & Rosier, 2002)

Several research studies have investigated the impact of the community on child
development After controlling for family facta, it has beerconcluded that community
disadvantage, determined by income or socioeconomic status, has a negative impact on child

development, particularly influencing the development of social, emotional and behavioural
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problems in early and middiehildhood (Edwards, 2005; Kohen, Bro@snn, Leventhal &

Hertzman, 2002; Romano, Tremblay, Boulerice, & Swisher, 2005; Xue, Leventhak@moonks

& Earls, 2005)Parental perceptions of community factors have also been shown to impact on

child developrent, for example, parenta/ho perceivethe communityto be unsafe tend to

change their parenting style, sometimes increasing their monitoring of children, restricting

outdoor activities, and/or discussing risks with their child¢eatiecq & Koblinsky, 2@0Kling,

Liebman, & Katz, 2005 KA f RNB By Qa LISNOSLIiA2ya 2F GKS al ¥Sde 27
to their engagement at school as well as educational outcofBesen, Rose, Powers &

Glennie, 2008)

The link between child development and disadtzgye has been explained using the
Model of Poverty (Phillips, 20Q7]hree mechanisms of disadvantage are described in the
model that can influence developmental outcomes: stigmatisation and marginalisation by
society; limitations in opportunity structer and stress The three mechanisms function either
individually or in combination to impact on developmental outcomé&ke child develops in
the context of disadvantage as the macrosystem, which influences every other system in the
OKA f RQA& s & Ritfnan, 208). fCRiltirénfand families living in disadvantagaface
stigmatisation and marginalisatiaspeciallyif they are viewed as being personally responsible
for their life situations (Cozzarelli, Wilkinson, & Tageler, 208tigmatisatiorand
marginalisatiorcanreduce access to resources and suppo¥éithout equity in access to
resources and servicemmilies living in disadvantagan have limited opportunitiesr power
to change their life course or the life chances of their childiéfhile community disadvantage
KFa 0SSy aKz2g¢y (2 AYLI OG0 2y OKAf RNKentliad RSOSt 2 LIYSy

strategiesto mediate the effects of disadvantage for children and families living in
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disadvantaged areas (Australian Social IncfuBioard, 2010; Barnes €lt,&2005; Byron, 2010;

Manning et al.2006)

3.2.2.2 Social connectednesmd disadvantage.

One strategy that has been shown to buffer the impact of community disadvantage is
building social connectedness in communiticial connetednesss described & & (0 K S
cultural resources and interpersonal bonds shared by [community] merbb#ask& Jordan
1999 p. 242) Social connectedness encompasses several areas that create a context for
health, development an@ellbeingincluding:having access to and being engaged in:
supportive relationships and environments; social and physical activities; a social network; and
having social status, where your position in society is valldiding social connectedness in
communitiescanreducethe differencesetween advantaged and disadvantagagas;

although it is unlikely to create parity (Edwa&$8romfield,2010)

Communities can provide a context for families to build social connectediiéss
potential to alleviatesome ofthe effeds of disadvantage for families may rely on strategies
that build social connectednessithin communitiesand alsdfocusond  RRNBX daAy 3 GKS
delivery system, enhancing parenting skills and providing employment in these [disadvantaged]
I NB [Eédwérd & Bromfield 2010,p. 13). Building social connectednelas been shown to
help establish support networks and reduce some of the isolation and staesiies living in
disadvantagedommunitiescan experiencéTerrion, 2006) Socialmteractions help to build
relationships thatin turn, help tofoster friendships and community connections increasing
socialconnectedness$or families Community resources and suppogsovidethe foundation

for forming the relationships with and betwadamilies hat build relationships andocial
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connectons Strategies that bild social connectedness reducing the impat of disadvantage

highlight the role of social processes in shaping commuvetjbeing(Vinson, 2007)

3.2.2.3 Role of schools andcommunities inbuilding social connectedness

Maeroff (1998) argues that schools, along with other services and agencies, have an
essential role in providing the context and infrastructure for the development of social
connectedness in disadvantaged communitiesdzA f RAy 3 a2 0Alf O2yySOiGSRySaa
f SINYAYy3 o0& |RRNBaaAy3dI addzRSy i Qap.272®ckal f | yR SY20A
O2yySOiGSRySaa ¢2N)la 2y Geo2 tS@Sta Ay GKS aoOKz2z2ftf O
of belonging so they fdgart of something biggeand ithelps buildties within theschoolso
children can manage obstacles or difficulties they experience (Maeroff, 1988ke two
levels of connectedness are strengthened by bonds that are developed between the school
context and home, family, and communityrheeducationof the child in this understanding of
social connectedness becomashared responsibilifystablished through respectful
relationships and partnerships (Epstein, 20B@stein & Sheldor2006). Schoolseed to think
beyond the traditional ways they involve families in partnershipsfands onhow families can
adzLJLJ2 NI OKAf RNBYy Qa 8SeSdn Ky prigiciplesin/fdrilyp&t@esshis baveS v i @
been identified and adapted from Epstein (2005} evelop a framework to assist schools.
This frameworknvolves. communicatbn; making connections withome learning; building
community and identitthrough recognition of diversity of familipgecognising the role of
familk Sa&@K A f sRinstBnyf Rimaryeducatoss; facilitating consultative decision makingth
families collaboratingoeyond schogland participating by families beingnvolved in schoel

based learning activities (Department of Education Employment and Workplace Relations,

Australian Council for State Schools & Australian Parents Co20a8)
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3.2.2.4 Attachment formation and sociatonnectedness.

Communities, and the schools within them, may also provide opportunities to offset
some of the risk factors faced by children livinglisadvantage For example, communities
and schools can provide a context to assist the formation of secure attachments between the
child and other significant adults and peeittachment outcomes are influenced by, and may
gl NB I 002 NRA iedelopraentd hisibfy ar@ KukréniRcifcamstances (Thompson,
2000) Attachment experiences underpin relationships with others in the school context such
as teachers and peers (Kennedy & Kennedy, 2004; Thompson, 2806hildren enter school,
teacherchild relationships have beecompared withparentchild relationships, in terms of
function and properties (Howes, 2000; Pianta, 1999hildren who experience secure
attachmensto their primary caregivers are likely to establish positive relationsigshool

(Bohlin, Hagekull, & Rydell, 2000; Hamre & Pianta, 2001; Mos$ &ugint, 2001)

3.2.2.5 Transition to school and social connectedness

Effective communication the basis othe social connectedness that promata
successful transition to schoor he transition to school can betime of challenge fochildren
from disadvantaged communities (Margetts, 2007; Ritaufman & Pianta, 2000artly
because of the discontinuities that may exist between home and school environments and
expectations.Strategies to assist children to cope with changes@ndiscontinuities
experienced as they start school have been identified in several research studies (Dockett &
Perry, 2003, 2002 Dockett, Perry, Kearney, Hampshire, Mason & Schmied, 2011; Fabian,
2000, 2003; Margetts, 2007; Niesel & Griebel, 20@btter & Briggs, 20031t has been noted
that the more similar the expectations, perceptions and practices between hprite;to-
school settingsRTSEand school settingshe easier theprocess of adjstment for thechild

(Kostelnik, Stein, Whiren & Soderman, 2Q08hinitial focus on providingontinuity between
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OKAf RNBY Qa PBSEahd3hnge B gcbofl@leaveyJowett, & Bate, 1982; Curtis, 1986;
Ledger, Smith, & Rich, 1998; Margetts, 2aR&nwick, 1984has shifted tgoroviding children

and families with information and support in the transition to school to reduce any difficulties
they may experience adjusting to the changes in expectations, roles and relationships

(Margetts, 2007; Rers, 2000)

Involving parents in school and building partnerships geneate social
connectednessvithin the school communityPositive parental involvement in school has been
identified as promotind K A f R NB y Q &chiévBnoedl khiougk tyiandchanisms: building
social connectednesand social control (Hill & Taylor, 2004)hrough engagement with
school, parents cadevelop skills and knowledge that help to assist childreschoolrelated
activitiessuch as homework and understandisighml expectations for behaviourThese
contribute to the mechanism of social continlschools wherebyexpectationsof school and
home become alignedParents also develop relationships with other parents and learn about
the school, the teachers and wideommunity activities through their interactions withthese
relationshipg(Hill & Taylor, 2004)In addition, teachers benefit from parental involvement as
they learn about individual children from parents and discover parental expectations for
chidrey Qa f SIF NYyAy3 | yR 2 Schoblkdivvanteht i Slso thought o Bt O K S N&
promoted through social control, whereby family and school partnerships are the means for
the development of mutual understandings of appropriate school behaviour arakthe
expectations are conveyed by parents to children in both school and home contexts (Epstein,
2005;Fan& Williams, 201Q) Parents, through partnerships with teachers and schools, can
help tomediate between theontexts of home and school, particulavijerethe home

context differs from the schoolbmntext.
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In determining how to support children in transition to school and assist in their
adjustment to changes and discontinuities between PTSS and school cdotdas been
placed orthe types and rage of tiansition activities utilised to build social networks prior to
the child starting school, especially through activities such as transition progkdangetts,
2002) Gommunication pathways between PTSS, school and Htawe also beewonsidered
(Pianta & KrafiSayre, 2003; Fabiaa Dunlop 2002 as a way tsupport information exchange,
build partnerships and increase understandings of different perspectives of school
expectations for behaviour and learningy I RRAGA 2y X opmidrknBledgd 2y OKAf
and learning though thealelopment and supportfor effective learning approaches
AYLRNIFY(G (G2 OKAf RNByQa Qeuen A92de8tRows,Y@e)aSYSy i |
Effective communication and building partnerships between P3&®8pl and families can help
to achievethese aims for childrenin addition, high quality preschool prograstan provide
learning support forll children especially childrefiving in disadvantagéGriebel & Niesel,
2002. Enrolment in PTSS can aéssist in buildingositive teacherchild relationships (Pianta,
Cox, Taylor & Early, 1998tween parents and childrethat cand dzLJLJ2 NIi OKAf RNBy Qa
development ofa positive disposition to school and learning (Entwisle & Alexander, 1998)
Parental involveent in school can help parenshildrenand teachers to develop
relationships and provide a platform to converyderstandings about expectations for

behaviours, knowledge and skills that lead to success for children in the school context

While promoting social connectedness social capitainay be necessary, it may not

be sufficientto ameliorate the effects of living in disadvantaige familiesbecause
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Enhancingieighbourhoodsocialcapitalreduces, but does not close the gap

between children lilng in advantaged and disadvantagesighbourhoods There

were still some significant differences between children growing up in the most
disadvantageadheighbourhoodsompared to the most advantaged

neighbourhoods While building sociatapitalis clearly important, addressing the
service delivery system, enhancing parenting skills and providing employment in
these areas are also important elements of a comprehensive strategy in addressing
area based disadvantag@&dwards & Bromfield, 2010, @)1

Improving community belonging by building and strengthening connections between families
GAUGKAY O2YYdzyAiGASa O2dzx R Faairad Ay YSRAIFGAY3

development However, programs that are targeted to improve soci@@inectednesseed to

az

Y S

be sustained over timeespecially in highly disadvantaged argdasF G KS W622 YSNI y3 STFFSC

where previous problems recur once programs cdade be avoidedVinson, 2007).

3.2.3 Impactof disadvantageat the schoollevel.

The @portunities and challenges children experierasghey start school ardinked to
their earlier life opportunities and experience¥he National Research Council (2000)
FOly26f SRISa OKAfRNBYyQa SINIeée S| Nistatyicd I yR Al
that children:

X 02YS G2 7T 2witrd range>RodeDkndwledgy, skillbeliefs and

concepts thasignificantly influence what theyoticeabout theirenvironment and

how they organize and interpret.ifThis in turn, affects their abililesto remember,
reason, solve problems and acquire new knowledgel0)

The transition to school has been described as a challenging period for children (Edwards et al.,
2009) anda time of heightened/ulnerability or risk (Dockett, Perrgt al.,2011),asthey make
connections between the different contexts, cultures and relationships of school and the
previous contexts they have encountered such as the home and RT&&dition, because of

the many factors that can impact on educational transitionsythave also been described as

timesof2 LILJ2 NIidzy Aie F2NJ OKAf RNBY a2 O2yiAiydsS 2
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existing knowledge, skills and understandings through interactions with adults, peers and

T | Y AEdueational Transitions and Char{gd C) Research Group, 2011).

Schools are situated within the broader macrosystem of the culture, politics and social
norms of society They reproduce the dominant views and culture of the societies in which
they are situated (Bourdieu, 1998; Bourdieu &PBerson, 1990)For children living in
disadvantage, schools can be places that perpetuate marginalisation and stigmatisation (Mills,
2005; Phillips, 2007)However, schools are also uniguely positioned to make connections
0806SSy OKAft Rewi&eyadithelcldkEr@oi,) p@idinkaNbice for, and
FO1y26tft SRASYSYy Ul 2F3 OKAf RNE YOS | KOKESINBNACS &y | Q/KR2 2
FOG & F3ISyda 2F GNFyatT2NXIE (AR, rAdsfari@NI G K1y NI

schooling to open @thways and educational opportunities for all children

Despite the potential for children to experience difficulties in the transition to school,
most make a successful transition to school that can set them up for continued learning, and
later succes school and in lifeWhile childen living in disadvantagmay experience a
number of risk factorassociated with their circumstances, protective factors have been
identified that can ameliorate the risk and provide support for the child in the trammsto
school Much of theresearch focu$or these children is directed towards addressing potential
difficulties associated with risk factors, including those associated with school fadluree
definition, identified risk factors for difficult trangiin into school are variables that predict
early school failure, and may be causally related to the onset or continuation of emotional,
a20AFt YR OFRSYAO RAMEAiNg® diKarika®am, py) aO0K22f £ 0|

Early school failure has been linked with several of the factors associated with

disadvantage such as poor seeimotional, behavioural and cognitive outcomes for children
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influenced by the development of poor early attachment; a home environment thatatann

LINEGARS |y 2LIAYIE O2yGSEG T2NJ GKS OKAfRQ& SI NI eé
consequently achievement; and the impact on the parental role of limited access to health,

financial and social resourceBarental education has also been recognisea aisk factor for

early child development and school readineBarthinal, Roberts, Zeisel, Hennon, & Hogper

2006; Huffman et al., 2001; KarpKilburn, & Cannor2005), with maternal high school

education highlighted (Huffman et al., 2008t the time of transition to school it has been

suggestedhatoneg | @ (G2 2@SNO2YS RAFTFAOdAZ GASa A& (2 SyKIyO
to successfully navigate the school and classroom settings to promote early school

achievement and attinued school sucas (Sektnan et aR010) Attention has focused on

aspects of school readiness as a way to ensure all children make the best possible start to

a0K22f ¢6A0GK RA&AOdzAa&AAZ2Y A OSYUNRYy3a 2y RAFFSNBYy (I I alLd
chronological age, stagd development, acquisition of particular skills, and relationships and

interactions

3.2.3.1 School readiness

{OK22f NBFRAYySaa Kra 2F4Sy 0SSy OAS6SR | a adkKS
2F a0K22f SyuNEB GKFd F NBE 00&pB. sthbofréadifessii f | G4 SNJ a4 dz00
these terms is discussed aset ofindicators at the individual child leveTeacher and school
| 002dzy il oAfAGE YI& 068 2yS NBlazy F2N) KaAa T20da 2
age (Wesley & Buysse, 2003Yhile age remains a key criterion for school entry in many parts
2T (GKS ¢62NIRX GKSNB Aa AYyONBlFraAy3d F20dza 2y YSI &dzN.

LISNDSLIiA2ya 2F OKAf.RNBYQa NBFRAYSaa F2N) a0OKz22f
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Definitions and methods of assessment ofigol readiness remain-tlefined and vary
considerably depending on contexts (DiBello & Neuh&titchett, 20@; Emig, 2000; Wesley
& Buysse, 2003)Assessments are usually based on testing for particular skills, knowledge and
competencies, andhay beused in an effort to intervene and provide children with support
programswhich are often based in a behaviourist approadtests differ depending on the
intended purpose ofhe assessmenwith different measures being used to identify learning
difficulth Sa > (S&aG OKAf RNBYyQa fIl y3adza 3S aidiNBy3aiGKa |y
achievement Assessing competencies for school readiness often involves testifigepaey
and prenumeracy skillsOne of the implications of such competerggsed definitionsgs that
a2YS aasSaavySyld YSiK2Ra NI GS OKAftRNBYy O02yaSNBI
while being of eligible age and having the capacities to progress in school (Garrett, 2001)
laasSaaryd OKAf RNBYyQa abekdvibuistviewoRschod réddifessSy OA Sa |
emphasising that children can be trained in the required skiltkcompetencieto be ready

for school

Snow (2006) has criticised skill based assessments for evaluating skills in isolation,
rather than in naturalistic settigs, and for the use of limited data to validate tesBnhow also
challenged the nature and use of the assessments as often being inapprogf@tehildren
living in disadvantage this can be particularly relevant when the contexts of early childhood
may not have provided the resources and experiences necessary to develop the required skills
or suchskills may have become contextualised to particular situations and environmAats
childrenstart schoolcognitive skills are important to academic succaad achievemenbut
non-cognitive skills such as motivation, perseverance and tenacity are also important for

school success and later success in life (Carneiro, Crawford, & Goodman,A85¥E5sing
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readiness raises concerns when many of the socrapetencies required by children to do
well in school are acquired in the school context (King & Boardman; P8g6é, Nienhuys,

Kapsalakis, & Mord2001)

In line with greater emphasis on the role of social learning, Denham (2006) dngies

schoolreadf Sa a4 | aaSaavYSyild &k2 dzeotiohal dedetopnenfand KAt RNBy Qa

QX

align withNational Association for the Education of Young Children (NAJE@)ines for
DevelopmentallyAppropriate Practice (Bredekamp & Copple, 1990)enham (2006) explains
that:
Assessment for school readiness, especially that focused oncauiaional
development, should be integrated with curricula, beneficial to all parties, often

0FaSR 2y 2y3a2Ay3 (S OKSNJ 20aSNBIGA2Y T LINRYLF NXf
activities and pertinent to all learning and developmental domaifs 58)

School is a social enterprise, where children need to interact with classmates and teachers, and

with unfamiliar children and adultsThe influence of social functioning on school success has

been well documented (Brigman, Webb, & Campbell, 2007; Ladd, 1996; Perry & Weinstein,

1998; Raver, 2002; Webst&tratton & Reid, 2004; Wesley & Buysse, 2008)re recently,

research supportstherelof sefiNB 3 dzf | A2y & AYLI OUAy3d 2y OKAf RNBY
their adaptation and success in the school context (McClelland, Acock & Morrison, 2006;

McClelland et al., 2007; von Suchodoletz, Trommsdorff, Heikamp, Wieber, & Gollwitzer, 2009),
withseltNBE 3 dzf F A2y Sy O2YLI aaAy3d OKAfRNByQa FoAftAGASE |
especially in stressful situationBehaviour regulation, that is regulation of attention, working

memory and inhibitory control, has also been associated wWiththPRNBEy Q& SIF NI & | OF RSYAO
achievement (McClelland et al., 2007; Wan|&dsClellandTominey et al.2011; Wanless
McClelland, Acock et aRp11). ¢ KS SELISNASy O0Sa | yR a20ALt O2yiSEGA

development of selfegulation,and in turn,impact on their succesat schoolare reported to
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be more familiar for children living in relatively advantaged, as opposedtmvantagd

communities (Sektnaet al, 2010 Walker & MacPhee, 2011

School readiness assessments targeting specific gkills@npetencies mageem
children living in disadvantage ast I O hegdihg to €atéh up to their more advantaged
peerswhen starting schodby identifying academic, behavioural and/or emotional problems
whichcan potentially stigmatise them in the sadl context (Blair, 2001; Duncan et al., 2Q07)
{dzOK | aaSaayvySyida 2FGSy aadzyS az2vys O02YY2y Il Al
and relationships, and their life circumstanceésowever, assessments can, and often do,
KAIKEAIKG I ONBBBSAY Q¥ ResESIR G2 + yS3ariAardsS Oe ot
educationalpathways (Geshaber, 200), which can continue to impact in later life, especially

for children living in disadvantage:

When children beginchool without havingleveloped ceain foundational skills,

the seeds of what can become an eweideningachievement gap are sowror
instance children who are unable to get along with theieers and teachers may
not be socially ready ttearn This initial lack of readiness canitiate acumulative
cycle of failure that places the childa position from which it becomes increasingly
Kl NRSNJ ( 2Youh® thild@rmwhdihtiact with peers atehchers in
aggressive and disruptive wagre quickly rejected and this can nack their
opportunity to benefit from both social anacademic learning experiences and
increaseghe likelihood of school failure(Homel et al 2006,p. 70)

There is a place for assessments in tracking preventative and remedial programs, and in

monitorA Y3 A LISOA TA O OK HoweveBeleral mdthSdd Gsedd a¥sSsg school
NEIFRAYSaa FNBE ONAGAOAASR F2NJ GKS Gt AYAGSR FyR
competencies (Dockett & Perry, 200pc32). Caution has been recommendwden

assessing cognitive competencies in isolatioarderii 2 LINS RA Ol OKAf RNBYy Qa ¥
school context (Rave Zigler 2004), or as a sole determinant of school readiness or grade

retention (Graue, 1992)/ KA f RNBy Qa & 2abeintertreliddioncbdbitvé y OA S a
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competencies, especially at the time of transition to school (Henricsson & Rydell, 2006)

Assessing competencies inisd®agf Y I & dzy RS NS apoténydl. 6 S OKAf RNBy Qa

Factors such as communication and language developrpergonality and
temperament and general knowledge have beshown to bemportant to school readiness
(Edwards et al., 2009; Hair, Halle, Tefiymen, Lavelle, & Calkins, 2008por outcomes in
areas of early development, especially social, languagkcagnitive developmentanimpact
on children as they make the transition to school (Downer & Pianta, 2006; Edwards et al.,
2009) because many of the activities and interactions in the school context rely on
competencies in these area3he primary careger role is fundamental and influential in early
language development, especially in the area of vocabulary, and has been linked with later
reading and spelling achievement in school (Duncan et al., 20@&yventions that support
and strengthen caregerrOKA f R NBf FiA2yaKALA SyO2dz2N} 3S OKAf RNBYC
development, especially for children living in disadvantage,raagimpact on later school
achievement (Day, 2007; Flores, Day, Richard, & Horace, 2007:0&ivtoada, Cristofaro,
Rodrigez, & Bornstein, 2006; Tardiemonda & Rodriguez, 2008)ith growing awareness of
0KS 6ARS NIy3IS 2F FIFOG2NR GKIFIG AyTfdzSyOS SRdzOF (A2
readiness has broadened beyoaddronological age, anaheasures of cognitiver academic
FoAftAdGe (G2 AyOfdzRRS (GKS aGaKSIfidKzZ a20Atrftz AydSttSoOi
functioning, practices and status; local community influences; community services, programs

and opportunities; and societal influences and suifind ¢ o0t pYA 1 X HAN DI

Bio-ecological perspectivBronfenbrenner & Morris1998)of starting school

emphasise the bilirectional influence of peple and contextsThis supports focus on
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OKAf RNByQa O2yiSE(la o6AyOt agalyisga fkd ynShldrenOK2 2 € |

themselves, in any assessment of readinédgisels (1996) explains that school readiness:

A& | LINBPRdzOG 2F (GKS AYydSNIOGA2y 06SisSSy OK
endowment, their maturational status, and the wle range of environmental and
cultural experiences that they encountefp. 409)

Successfutducationaloutcomes for children depend on characteristics and relationships of
the family, in addition to those of other contexts such as the school and waremunity

(Smart, Sanson, Baxter, Edwards, & Ha2688; Edwards et aR008.

Schools are not all the same and differ in their provision of support and services for
children and familiesChildren also do not arrive at school having shared the szemig
learning and life experiencesn other words we should expeat KSG SN2 ISy SAde Ay LI
life experiences, and educational settirthat childrenwill have encountered by the time they
SYGiSNI a0K22f ¢ 0 &iDalsttrecagsemibsgngths aitheadsiof their
children and families, and strive to meetetin, provide a context where families and children
can feel comfortable and valuedramilies are then more likely to take advantage of
opportunities, supports and services there made available to them, both in the school

context and in the wider community, without feeling isolated, stigmatised or marginalised.

Parents and communitiegho are involved irtheir OK A f R NB y xanhaberadzO (G A 2 ¥
positive influence on schoakhievement and success (Henderson & Mapp, 2002; Janus, 2011)
Schools can establish rapport and trust with parents by acknowledging and respecting what
children and families bring to the school context and develop partnerships with parents in
educating heirchildren 9 F ¥ SOGA PSS LINRPANI Ya G2 Sy3Il3IS FI YA
philosophy of partnersip. ¢ KS NB aLR2yaAoAftAde F2NJ OKAf RNByQa

O2f € 62NF GAGS SYGiSNILINAAS FY2y3a LI NByia a0K22t
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Mapp, 2002p. 51). Schools adopting this philosophy build pathways through these
relationships for families and children to grow, develop and succeed within the school context,
and in turn, for families to shape the school contekhis philosophy fiéects the

understanding thatontextual influenceof schoolcan impace y OKA f RNBSy Qa RS@Sft 2 LIYSy
especially in the areas of social behaviours, skills and knowbstihean lead to later school

successKing &Boardman, 2006)

Providing families and dHren with support, and strengthening their connections
within the communities in which they live and functiamancreate opportunities fothemto
develop and build the knowledge, social skills and behaviours needed to flourish in the school
context This can especially be the case for families and children living in disadvatitsge
Ifaz2 GKS aNBalLRyairoAftAGe 2F aoOkKz2z2ta G2 o6S NBIRe 7T
SYOGANRBYYSyYyG GKIG SylofSa (KArvoldiBarkty Gavana @ ¥ | yR £ ST N
Merali, 2007,p. 3). Schools can learn about the individs&dengths as well aseeds of
children and families in the transitional process aespond tothem, even before children
start schoolthrough the relationshipthey develop andisstain, building partnerships with
parents to produce better outcomes for childrefhe school context can and should create
pathways of opportunities for children to grow and develop, leading to continued success in
school Some bildren may have homeontexts that are not congruent with school contexts
possiblyas animpact of disadvantageith the contexts in which they live and functiomot
supportive oftheir health, development and learnindguilding relationships between school
and home can opepathways for communication and understanding of the expectations,
experiences and challenges faced in both home and school contexts for children and families

living in disadvantage
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The ecological factors that affect school readiness have been idertifisgveral
levels: individual, family and communityhese factors include socioeconomic status; child
health; family characteristics, such as family type, parental education and mental health; the
K2YS yR O2YYdzyAie Sy dAa NRtgrviSaqiality grogran biefsré OKAf R
starting school (Australian Institute of Health and Welfare, 20These factors are also
recognised in the multidimensional concept of disadvantage as risk factors and have been
associated with poor social, economic arehlth outcomes for families and children living in
disadvantage h recognising the many factorsnitustalsobe noted that these factors occur
across many systems in anologicamodelti K & OFy AYLJ} O OKAf RNByQa
development Schoolsas ongpart of thesesystemsare positioned tovork in partnership with
families to provide a context that can respond to the needs of families, possibly ameliorating
some of the impact of disadvantage, aaldostrengthen support of the child &tome and
school. Through partnershipgith families,opportunitiesfor childrento continue to grow and
developcan be establishedeading to succesa the early years adchooland continuing

throughout their schooling and into later life
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4 Early Intervention Programs

I 1Se& IAY 2F SIENIeé AYyaGSNBSyldAzy Aa (GKS A YL
reducing adverse outcomeENI @ AYUGSNBSyGA2Yy LINPINI Ya Ay (KS
have been demonstrated to be effective in promoting early devalept, establisting lifelong
learning,andimprovingbehaviour and health outcomes (Blewett, 2008; Elliot, 2006; Feldman,
2004; Fish, 2003; Guralnick, 20@4hd preparing children for the challenges and opporties
school providesBowman, Donovan, & Busn20@,; Shonkoff& Phillips, 2000)Early
interventionprograms constitute one form of early intervention that has the potential to

improve educational opportunities for children living in disadvantage.

4.1 PreschoolPrograms and theiimpact onTransition to School.

Two important studies that have focused on the provision and effectiveness of quality
early childhood programs in supporting the development and learning of children living in
disadvantagarethe Effective Provision of Pi&chool Edeation (EPPES$tudy in the United
Kingdom(Sylva et al., 200 and the High/Scope Perry Preschool Program in the United States

(Weikart, Epstein, Schweinhart, & Bond, 1978)

The EPPE projeid a major early childhood longitudinal study which employed»ethi
method design tanvestigate the effects of preschool education and care on child development
for children aged 3 to 7 years (Sy&taal.,2004) The EPPE project focused on the strengths of
families and highlighted parental strategies and activitieg contributed to the quality of the
home learning environment¢ KS y I 1dzZNB 2F (KS K2YS 02y iSEG RS
learning and development througlamily interactionsrelationships anatapacitieto provide
forOKAf RNBY Qa K @dutatiok(Bradi@ySet af., 200K onhe)f, R Prinz, 2002;

Duncan & Brook&unn, 2000; Edwards et al., 2009; Heckman, 20@6&Yas reportedon the
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EPPE projecthat the home learning environment, independentsiicioeconomistatus and

maternal education, had a significant influence on cognitive progress throughout the preschool

years and on childacademic achievemerat age 3 years and again at the start of primary

school (Sylva et al., 2004parental activities identife as having a positive influence on

OKAf RNByQa FiGdFAYyYSyd yR O023a3yAlGAQGS LINBINBaa
songs and nursery rhymes, playing with letters and numbers, teaching and emphasising the

alphabet, going to the library, arghinting and drawing activitiesThe EPPE project

emphasised the benefits of programs that encouraged parents living in disadvantage to be

actively involved ifoint activitieswith their childrenandhighlighted the role of establishing

secure and supptive parentOKAf R NBf I A2y aKALA Ay OKAf RNBYyQa
dispositions Establishing learning routines in safe and secure relationships in the home

environment assisted EPPE children to develop dispositions for learning that weesrfentil

to success in the school contexh addition,wherethe home learning environment was not

optimal, for exampledue to insecure maternal attachmer® KA f RNBy Q& | G G§SYyRIyOS
preschool was reported to improwe cognitive and language delopment of children living

in disadvantageSpieker, Nelson, Petras, Jolley, & Barnard, R00Bisresultindicates that

pathways established in the early years can be altered by appropriate supportive interventions

The Highscope/Perry Presch@®ildy assessed a high quality preschool program
implemented for children of AfricaAmerican families at high risk of school failure
(Schweinhart, Barnes, & Weikart, 1998hildren were randomly assigned to the intervention
group, or the comparison group whreceived no preschool prograrnihe preschool program
was based on a participatory learning approach aadimplemented when the children were

aged three and four yeardBenefits were noted in areas of education, employment, crime
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prevention, familyrelationships and health (Schweinhart et al., 2008fervention children

showed a better attitude to school and completed a higher level of schooling than the non

program groy. Intervention children also gained employment in better paid positions, and

showed more stable living arrangements and less use of social serkricaddition,

intervention group members had lower incidences of arrests, involvement in violent crimes,

and property and drug related felonie3 he results of the study showed thile effects of

KAIK ljdzr ft AGe LINBaOKz22ft LINPINIYa O2yiNRodzGS (2

their school success and success in other areas of life

As an intervention prograrklighscope/Perry Preschool Prograoccessfully
produceal postive educational outcomes for children which were showteatstinto adulthood
TheEPPBtudyfound warm interactions with adultand ahome learning environmerthat
supported the development of early literacy and numeradgte to better social and
intellectualdevelopment of childrenln addition, attendance at a good quality preschool

added to these benefits for children living in disadvantage.

4.2 Risk andResilience Model

A risk and resilience model is often employed to identify risk factors ifiveg of
families and children, and to intervene to provide some form of protection, including the
promotion of resilience, to ameliorate or overcome the adverse effects of risk factors (Doll &
Lyon, 1998; Ki&eating, Dowdy, Morgan, & Noam, 2011: Vald&ills, Barrueco, Leis, & Riley,
2011) Health, education and service delivery organisations have used a risk and resilience
model to provide support for families living in disadvantage (Schoon & Bynner, 2003; Yoo, Slack
& Holl, 2010) Insuchamodel, @KAf R Aad O2yaAARSNBR (2 0SS WIF{ N

impact on their health and developmental outcomdgisk factors have a cumulative effect;
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consequently one risk factor is less detrimental than the combined effects of several risk
factorstoa@ 2 dzy 3 OKAf RQAd RS@St2LIVSy(d o. dzSasoA,y | f = w20 SNI
Oberklaid, Pedlow, & Prior, 1991Children living in disadvantaged circumstances are deemed
to be vulnerable as themnay experienceseveral risk factors impacting on their lives and are
Gdzy 6t S 2NJ dzyt A1Sfte (G2 06S lofS (2 walBein®K G KSANJ Fdz
LR GSYdAlrf RdzS (2 | ROSNARS SELSNASYyOSa FyR AyadzF¥ao
(Department ofHealth and Human Services Tasmania, 2008).
In using a risk and resilience model of intervention, the identification of risk is only one
part of the process; there is also the need to identify and support the development of
protective factors, whichrcourage resilience in children and familié®esilience is described
as the process through which positive outcomes are achieved in the context of adversity
(Masten, 2001) Despite the presence of multiple risk factors, some children, and their
families display resiliengesurmounting the existence of eaccurring risk factors in their lives
to achieve both academically and personally (Foley et al., 1¥@83ilience in children is
GK2dzaKG G2 200dzNJ 650l dzaS G RA T F/SNDYIG RAKIAT SINDWU  SBEELIS

(Van Der Veer, 1986, 529) Resilience is refred to by Linquanti (1992) as:

That quality in children who, though exposed to significant stress and adversity in
their lives, do not succumb to the school failure, substance abuse,ahkealth,
and juvenile delinquency problems they are at greater risk of experiening)

(=N
ey
(0p))
(@

¢KS SEA&AGSYOS 27F LINE (S Oi-goigtenipérdnerg dadabinddda@®k | &
supportive family and community characteristan decrease thékelihood of adverse
outcomes for families living in disadvantage (Foley et al., 1988)suchfamilies are often
dzy - 60t S G2 oNBIF]| 2dzi 2F RAAlIRGIyGlI3S 0S0OFdzaS aLRGS
TILOG2NA gAff 08 LINB afAiman Sermics TaddanaSagaaa)2 ¥ | St f G K
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Resilience can be supported and developed through preventative approaches that
generateprotective factors on three levels for families and children: the individual level, the
relationship level and the levef social networks (Niesel & Griebel, 2008)n the individual
level, families and children can be supported to develop social competencies for problem
solving, conflict resolution and relationship developmeht combination withpositiveself
esteem, soial competenciesaninfluenceOKA f RNB By Qa adz00Saa i aoOK22f
with those in the school contexs they interact witlchildrenand adults (Denham, 2006; Ladd,

Herald & Kochel, 2006)\tii KS A Y RA @A R dzidibpositigh@ii finEinsio idtifatioiNg y Q a
0S02YS W2ad Aordaiyamdtdain for the optimum: to strive for high standards

and pursue excellent aims in [fe dn&cessary aspect of becoming a flourishid§ N& 2 y £

(Ruyter, 2012p.28) andcoiA 6 dzi Sa G2 OKAf RNByQa 3INRYGIKI RSO

school context

On the relationship level, children need at least one key pevsidtnwhom they share
a secure attachmentrad who is responsivéo their needs (Niesel & Griebel, 20058uch
relationships are recognised as a protective factordtbchildren but particularly for those
living in disadvantage (Cyr, Euser, Bakerrémramenburg, &an ljzendoorn, 2010; Formoso,
Gonzales, & Aiken, 2000; Rutter, 1985, 19&¥igh quality teachechild relationships can be a
a2dz2NDOS 2F aSOdzaNBE Gl OKYSy(d T2 matiiekekefoRINSY 0h Q/
social network, protective factoiigcludethe role of educational institutions and community
resources (Niesel & Griebel, 2008 )providng medical support, advisory services and

community social networking (Aisenberg & Herrenkohl, 2008).
The development ofhildren living in disadvantageOl 'y 6S | f GSNBR Ay S|
by effective interventions that change the balance between risklali2 § SOG A2y ¢ 6 { K2y |
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Phillips, 2000p. 4). While it is thoughthildren, and their families, cannot develop resilient
behaviours without adequate support and access to resources in the social systems in which
they live and function (Niesel & Grieb2005) it has beerdocumentedthat children can

develop resiliency and continue to do well despite their circumstances-Eatmhford et al.,

2011)

Establishing a base for effective learning and alleviating the effects of disadvdotage
all childrenneeds tobegin from birth,and possibly even earlier, with the provision of
GFRSljdzF S KSFfGKY ydzi NRGA2Y Ip.id TheBnitédyW&ionda G A Ydzf F GA2Y

(UNICEF, 2007) reflects this philosophy in stating:

N

The true measureof g A2y Qa adlFyRAY3I A& Ké&tmeir sStt AG Fad
health and safety, their material security, their education and socialization, and

their sense of being loved, valued, and included in the families and societies into

which they are born. (pl)

Interventions have been shown to offset identified risks, and in some cases provide some
protection for families living in disadvantageor example, prenatal care and support provided
through intervention prograrafor pregnant women living in disadntagewere successful in a

reduction in infant mortality rates (Hong & RiBeltran,2007; Howell, 2008; Olds, 2006

While a risk and resilience model can provide a useful framework for promoting the
optimal development of young children and their faigsl, there are limitations associated with
thismodel. Theseaninclude approaches thatd2 LJGi + W2y S aA1 S FAdGa ffQ YS(
delivery for children and families, that fail to account for contextual and relationship factors
(France, Freiberg Homel, 2010)such ashe resources and strengths within families and
community contexts Therisk and resiliencenodelmay also promote deficit or negative

view of families living in disadvantage (Lott, 2002{ditionally, parental problems in &k
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Y2RSt IINBE 2F4GSy aSSy Fa (GKS olara FT2N OKAf RNB\
than as having agency in their lives and the lives of their families (Gladstone, Boydell, &

McKeever, 2006)In some applications of the model, consideratgldrent & W G NA a1 Q
disregards the impact they have on the parehild relationship and the home contex

deficit perspective caalsoadd to parental feelings of despair and inadequalcyone

longitudinal study, parents living in poverty expreg$eelings of failurehroughbeing unable

02 LINRPOGARS adzFFAOASYI( thHenf)assoSatirg HMindbrfeSvithiNaboF | Y A & |
parenting (Russell, Harris, & Gockel, 208K S LI NBy iaQ FSStAy3aa 2F Ayl
fed by frustration, deression and despair with their situation, impairing their parenting role

further and increasing setfoubt about their capacity to parent (Russetllal,, 2008) As

awareness of the negative implications of assessing families and children using @risk an

resilience model has developed, the need for intervention models that recognise the resources

and strengths families bring to a situaticand focus on developing and utilising these

strengths to build capacity has been established

4.3 A Strengthsbased Appoach

Often families are assessed for interventions in terms of their deficits and inadequacies
rather than using a strengths perspective that recognises the skills and gifts of families along
with the resources and connections in families and commun{tiasvger, Anderson, & Snively,
2006) A strengthsbased approach to intervention identifies and builds on the strengths,
resources and competencies within families and communities to develop skills, strengthen
relationships and empower parents, childrenrdacommunitieswvhile recognising that families

have individuatequirementswhich change depending on family situations, such as
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employment or sickneg®ttree, 2005; Feeley & Gottlieb, 2000; Gleason, 2007; Sivdedye

& Bratton, 2010)

Two aims of strendt based interventions are to determine the skills, strengths and
resources families bring to the program, and to determine what types of services and supports
programns can offer families within the communities in which they live (Bradley, Ch@nduen,

& Raikes, 2009)Intervention pogramscan then bedesignedwith the aim ofempoweting

families and childrenrecognising and utilisifigmily capacities and resources, and

encouragng greater autonomyasthe familyrecognises and manages a rang@pjportunities
andchallenges.Families take an active role diecision makingrocesses and develop ways to
address difficulties with initial assistance from service and support providers, and continuing
support when families feel it is needeth strengthsbasedapproactes srvice and support
providers work in partnership with families to identify family strengths, rather than focusing
solely on risk factorsFamilies utilise their capacities and strengths to build and sustain
supportive family and community la&tionships These relationships help to provide supportive
networks which assist families to find solutions to difficulties or cope with problems,

strengthening families and enabling them to plan and set goals for their future

A strengthsbased appro® K Ay 0 SIANF 6Sa aSOSNIrf O2yOSLIia AaNBf I
SYLRGSNYSYy(GsS K2LISs KSIftAy3Is | yR5NTholghtd O2y a i NHzO
development and interweaving of these concepite likelihood of adverse outcomes for
families living in disdvantage can be decreased by building supportive family and community
characteristics and contexts (Foley et al., 1998)a strengthsbased approach, resilience is
seen as successful adaptation, combined with a more positive response to stress arilityan ab

to use positive features within the environment (Wang, Haertel, & Walberg, 1998
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characteristics of the individual, family and environment work to assist children to thrive
despite the presence of risk factors (Fergus & Zimmerman, 2005; Rr&3elinsky2004;
Fraser, Kirby, & SmokowsRD04; Wang et al., 1999)-actors that exist within the child, family
and community are considered when planning and implementing strerugked

interventions in partnership with families

Severalntervention programs, implemented using strengibased approaods have
shown promising results for families and children living in disadvantibe Head Start
program, implemented in the United States, used a strengjidsed approach incorporating
homS @GAaAlGAYy3I (G2 SyKIFIyOS GiKS O23yAlA@BSSE a20A2¢
children being reared in poverty with the hope of increasing school readiness and lifelong
' RILIGA DS Fdzy Gefi dl.,2009) yha éstaldlishidntof wa@n, resnsive
attachments with parents was shown to be compensatory in assistingehiio countermand
the consequences of living in disadvantage (Bradley et al., 1989; Bradley et all. 41984,
Smith, & Swank, 200Roggerman, Boyce, & Cook, 200an Zgi et al., 2008. However,
while benefits in Head Start programs were shown for children living in disadvantage,
particularly in the long termthe impacts were modest and inconsistent across participants
(Bradley et al., 2009)Reasons suggested for thedzy S@Sy A YLI Od¢ 2F | SI R {1
characteristics of individual children and their influence on program experiences, differences in
OKAft RNByQa SELISNASYyOSa Ay G(GKS K2YS FyR O2YYdzy.
nature of program rodelsused indifferent regions(Bowman et al.2001; Ceci & Papierno,

2005; Wachs, 2000)

When designing and implementing interventions for families and childrenvice

providersneed toaccount for the individual characteristics of children, familéas]jthe local
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and wider communities they wish to supppaind provide a match betweethese andwvhat
children and families bring torogramsif they are to be effective (Bradley et al., 2009)
Strengthbased intervention programs recognise family strengthd resourcesYet they also
recognisethere are many areas of family functioning that may not be supported by the
intervention. Programs need to be clear on what they offer families, whaytexpect of
families and the usefulness of the intervention in assisting families in their present

circumstanceg¢Bradley et al., 2009)

4.3.1 ADevelopmental Systems Model

A number of earlyntervention servicetave used different approach that
incorporates child and family characteristigsinterventionswhich isbased irthe
Developmental Systems Model (DSMhe DSM employs a developmental framewtark
assesshe stressors in familieslue tobiological and environmental riskf children and
respondgo these stressors at the community level, through the early intervention system
(Guralnick, 2001, 2011y he DSM of earlytervention, adopting a ecological perspective to

z A

intervention, operates & G KNBS f S@Stay NBO23aIyAaAiy3d (K f SPSt 2
02YLISGSYyOST GKS S80St 2F Fryate LI GGSNYya 2F AydSN
interactions; and the level of family resources that are available to support familyrpatt

interaction (Guralnick, 2001, 2011)he interaction of these three levels plays a major part in

influencing child development through family patterns of interaction as families manage

stressors in their everyday liveln the DSM thredypes of amilyinteractions influenceshild

developmental outcomes: the quality parentchild interactiongncluding responsiveness and

reciprocity;F I YAf & 2NDKSAGNI 6§SR OKAf R eBucaiidadySy 0S4 Q & dzOK |

and establishing a social netwask family, friends and peers for the child; and provisioning for
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OKAf RNBY Qa K&ludinglikk § yQmeakif apfiGititon, and priection from

harm (Guralnick, 2001; 2011)

Integration and inclusion is fundamental at every leveahefDSM Integration must
occur in assessment, planning and implementation of interventiensuringhat family
stressors and risk factors are ogmised, family resources amentified and promoted, and
services are cordinated and appropriate to addressdmeeds of the families involved
Within the DSM, inclusioensures thatsupports are acceptable and appropridite the
families involved andre delivered in ways that maximisiee participation of children and
families in community activities (Guralkj@2001, 2011) The focus ithe DSMis on the role of
families in child development and the best way to support families in that role within the
communities in which they liveThe DSM recognises the integral role of communities in
& dzLJLJ2 NI A Y dkvelodmertt BaniBiyhies provide supports for families through
relationships that develop with the famiffedwards, 2005; Edwards & Bromfield, 2009;

Harding, 2003; Levanthal & Broe&sinn, 200Q)

The Pathways to Prevention project was an interventionciveimployeda DSMn an
Australian community living in disadvantagehe project began in 2001 with an aim of
preventing antisocial behaviour in a group of fouo sixyearold children during their
transition to schoal After a series oplannedinterventions involving families, schools, and the
O2YYdzyAilez AYLNR@OGSYSyia 6SNB y20SR TheyDSMDKA f RNB\
within the Pathways to Prevention projeetcknowledged the socioultural characteristicof
families and childne, as well aghe broader social processes that effectively shaped their life
course, allowing a broader view in intervention planning and delivery (France et al., 2010)
G2 KFEd GKSY 0S02YSa OSYilNrt (G2 LINBOSyiliAz2y LI2f A
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institutional systems, opening up societal access routes and prioritising relationships,

O2yySOGA2ya I yR (NI yap 267} 2 fiéPathwad kiPe@@ionS i | f @ HAawm
program grvice provisiormoved away from thesegrega¢d and separateimplementationof

servicestowards a more integrated community service delivarpjchaimed to work

effectively on behalf of families and children living in disadvantage (France et al., 2010)

DSM and strengthbased approaadbsto intervention have simildties. Both
approaches recognise the importance of family interactions and the central role of parents and
families in child developmentThe identification and utilisation of family resources is
recognised in both approaches as a foundation for progidiupport In addition, both
approaches acknowledge that individual children, families and their wider social networks have
diverse characteristics that can support or create additional stressors for familes
differences in the two approaches liethe perspective taken to assess family situations and
whenimplemening an intervention DSM focuses on the identification of insufficiencies in
family resources, and deficits, difficulties and needs in patterns of family interactions that
impact on chd development (Guralnick, 2011pSV recognises chiltiological risk or child
disabilities and nomptimal family characteristics as sources of stressors that impact on the
parenting role and optimal patterns of family interactions (Guralnick, 20hi¢rventions are
implemented to reduce stressodirectly in orderto promote improved interactions and

optimal child development for families living in disadvantage

In contrast, rengthsbased approaabsfocus on working in partnership with families
to identify and utilise strengths, competencies, and resources of families, while recognising
that risks factors and difficulties exist (Gleason, 200He aim in using a strengtivased

approach is to empoweiamiliesto recognise what is working well in tindives and what
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factors and people support this situation (Gleason, 20G-@milies are supported to plan ways

to utilise their resources and strengthe solve problems and fingdlays tomanage difficulties
Astrengthsbased approach aims to build capacity and strengthen relationships within families
while establishing and strengthening links and relationships between families, local
communities and the wider communityith a focuson building social connectedssfor and

amongfamilies and children.

Families and childreliving in disadvantagkave been shown to be at increased risk of
poor developmental, health, social and economic outcoifftmmel et al., 2006; Smaet al,,
2008) A positive parenting stylglong withtheLJ- NBy 64 Q SRdzOF GA2y | yR
educational interactions in the family contestarly education and care, and community
characteristics are all indicated as protective factors against the impact of disadvantage
Interventions based orherisk and resilience moderovide sipportto families and children,
but they oftenengage a deficit view of families and children by focusing on risks aing fail
identify the individual needs and strengtlud families Applyinga one-sizefits-all approachto

intervention, rather thanan ecological approaghmaymiss opportunities to acknowledge and

build on the strengths and capacities family memteaid communitiecan bring to a

a dzl

situation a1 St LI A& (22 2F0Sy I dysiudcvdnitlity ¢f SoBr famiies 6 St A ST a

YR GKS RA&O02dzyiAy3 2 F(lo#, 200Kpy188j K& > A1Aff Az

Addressing the needs of individual families involves recognising the strengths, skills
and resources withithesefamilies and connecting famili@gth community resourcethat
build supportiveparenting practices and social connectednasd positively impaabn the
parenting role Families living in disadvantage may feel marginaltsdzecome isolated from

supports and services, especially whdedicit models are employedThe diversity oand
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within families,can influence involvement and responses to interventions and supports
Interventionscan work toaddress what it is individual families need and want, and provide

supports in ways thataspect the lives, purposes atfte situations of families

4.3.2 DSM and transition to school.

Onepositiveaspectof usingDSMis the specific focus amansition planning Guralnick,
2001) During the life course, families and children experience many itians. For example,
an initial transition takes place from hospital to home, with later transitions as children move
from home to school and then school to workransitionamay alsdanclude other aspects of
life such as moving house, changargployment or coping with a death in the famillgamilies
can experiene concurrent transitions, such as moving house and starting a child at school, and
may require additional support during these timds addition, transitions include changes in

identity, role and status, for example, as a couple have a child and become parents.

The transition to school may present additional challengesifidamilies and children
During times of transition, family routines can be disrupted and parents may experien
additional stress and anxiefipockett Perry et al.2011) elated to adjusting to the new roles
and responsibilities that transition can bringffective mterventionsfor children and families
at this time utilisefamily, as well acommunity, stregths andbuild confidence resilience and
social connectedness within families, and commiesifOrthner, JonesSanpei, &

Williamson,2004Peterson & Hughey004).

4.4 Home Visiting Programs

Home visiting program(HVP)are broad strengthsbased interventiosthat aim to
foster positive parenting skills, interactions, behaviours and attitudes by providing families,

particularly mothers, witlenhancedknowledge about child growth, development and health
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(Armstrong, Fraser, Dadds, & Mor2§)00; Kendrick et 312000; Olds, et al1999) HVP
involve regular and frequent home visits, made to the family home by a nurse, welfare worker
or trained community volunteetdome visiting differ in their implementations and nraynge
from weeks or months ta more sustdned model oveyears.HVPare family focused early
interventions, often designed to support first time mothers living in disadvantage
Implementationusually begia during pegnancy, or in the early stages of motherhood
(Vimpani, 1998) HVPaim to suppot and strengthen connections within families, particularly
through the parenting role, by linking families to the communities in which they live, and
providing other forms of assistance (Family Strengthening Policy Center, 200Pare
designed to impree a range of outcomesuch as maternal and child health, and promote
positive parenting practices, safe home environments, and access to other services (U.S

Department of Health and Human Services, 2011)

HVPfor families living in disadvantadeve be@ shown topromote closer mother
child interactions andmproveattachmentrelationshipgArmstrong et al., 2000; Armstrong &
Morris, 2000; Cicchetti, Rogosch, & Toth, 2006; Hoffman, Marvin, Cooper, & Powe)l, 2006
Thishas implications folater relationship development (Dykas & Cassidy, 2011; Feeney & Van
Vleet, 2010 as well adinguistic and cognitive competence (Love et al., 2005; Ramey, Yeates, &

Short, 1984)

HVPhavealsobeen used in conjunction with other intervention services to improve
child autcomes directly, for instance by incorporating early learning programs to specifically
GFNBSG OKAf RNEBY QaAGodky2gok)Rdseah ildBadeS the2sbawalShéalth
and economic benefits of investingf\/Pfor families and children living in disadvantagene

findings from studies, both internationally and in Australia, assessing the impE&tRdn

65



maternal and child outcomes for families and children living in disadvariageverhave
varied(Aslam & Emp, 2005) Attention has focused on program design and implementation

to identify factors that provide consistency in program models and implementation, and assist
in improving intervention outcomesRecent controlled trials conducted in Australia refle

results obtained in overseas researddowever, initial Australian trials have not provided long

term data on home visiting

4.4.1 Results ohome visiting programs

The benefitof HVP hAve been reportedvidely (Center for the Future of Children,
1993; wan Doesum, RikseWalraven, Hosman, & Hoefnagels, 2Q08pwever, differences
exist within and between HVhaking comparisons difficult (Kendrick et al., 2000).
Assessments of overseas HVP have reported positive results for both maternal and child
outcomes for families living in disadvantagdowever, studies have not consistently reported
the same findings in diverse contexts with different populatioRgsults of programs have
varied between studies, even when the same program mbdslbeen implemeted in
different contexts Gomby,Culross& Behrman,1999) Forexample Olds and Kitzman (1993)
in the Elmira project, using a Nurse Family Partnership model, reported that young teenage
mothers and smokers who were home visited had a reduction in pretdrths and babies
with increased weight at birthThese results were not replicated when the same program was
AYLE SYSYGSR Ay aSYLKAAsS LRaaArofe RdS G2 GRATTSNBY
community contexts, or a higher rate of turnover amorante visitors in Memphis than in

9f YANI ¢ oOhtpda) S It dX mMppd=

Cautionis neededvhen assessing, implementing and compaiif\Pbecause

differences exist in program models, contexts of implementation and results (Gomby et al.,
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1999 Gomby, 200p It has also been suggested that further development and evaluation of
HVPcould potentially strengthen programs by addressing program fidelity and implementation
issues, and by considering the ralecontext, home visitor characteristicand family

engagment in successful outcomes for participating children and families-(&gging, 2011)

Olds and colleagues have conducted several stuaipkringthe outcomes and long
term benefits of the Nurs€&amily Partnership model of home visiting in the Unifdtes
Findings from the first randomised controlled trial, the Elmira Prenatal/ Early Infant Project
(Olds, Eckenrode, Henderson, Kitzman, & Powers, 1997) targeted to primarily white, low
income, unmarried and adolescent mothersporteda reduction i child abuse reports,
improved maternal health behaviours and increased social support in the intervention families
Followup studies, when children were 4, 6, 9 and 15 years of age, reported significant positive
impacts of nursédVPon behavioural andevelopmental outcomes (Olds et al., 199s,

Kitzman, et al., 2004; Ola@s$ al., 200; Olds, Robinson et al., 2004)

In the followup study of children at 6 years of age, four years after the HVP ended,
Olds, Kitzmaret al (2004) assessed childrentae end of the first year dKindergarterto
RSGSNN¥AYS (GKS AYLI OG 2F K2YS @AaArAdGAy3d. 2y OKACL I
They determined positive results from the interventjtrased orOK A £ RNBy Qa NB & dz G a
standardised tests in reading anththematics Subsequent trials in Memphis and Denver
targeted primarily black and Hispanic families respectively, identified as families with
concurrent risk factorsResults in both studies included improvement in both maternal and
child outcomes.Improved maternal outcomes were reflected in the maternal life course
where intervention mothers experienced fewer subsequent pregnancies with greater intervals

between them, increased engagement in maternal employment, and a reduction in assistance

67



requiredfrom welfare (Olds et 812007) Child outcomes included intervention parents

demonstrating better care of the chilésreflected in fewer emergency visits; and children of

intervention mothers exhibiting improved behavioural, emotional and language development

and better academic achievement than children of comparison mothers ks 2007)

Studies wherdHVPusedtrained nurses, such as the Denver trial, showed more positive results

than those using paraprofessionals or volunteers to implement the intervention (Korfmacher,

hQ. NASYS 1 AIFLGGZ 9 htRAI Okl HVRha&ddhe Gétest £ X HAanHT
impact on the most disadvantaged families, with variations in maternal and child outcomes

dependent on differences in program implementation, populations and contexts

In other studies, Elkan et.g2000) assessed the effectivenesddfPin a systenatic
review of British and international studies and noted improvements in parental care, the
guality of the home environment and maternal health for families receiving the intervention
In another systematic review and metanalysisKendrick et al(2000) reportedon results of
predominantly BritisHHVPand noted improvement in the quality of the home environment
using the scores for the Home Observation for Measure of the Environment (HOME)
addition, improved parenting was noted using other measuio assess parewchild
AYGSNI OGAz2yas LINByd FGGAGdZRRSE G2 RAAOALI AYS YR
development, for example, in terms of child behaviour and the learning environnk@rdrick
et al (2000) indicated that the intervention effescon the HOME scores appeared to fade after
a period of two or more yearsExplanationgor this fadeout includedthe concurrence with
20KSNJ OKIFIy3aSa Ay (KS K2YS Sy@ANRYyYSyid> adzOK Fa Yl
attendance in outside®f-home care although further investigations were made for these

effects The time of transition to school is a period when changes occur in the home context,
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with some mothers returning to paid employment while children change their routines to

attend school These changes can haweplications for the impact of the HVP at this time

HVP camlsoinfluenceOKA f RNBYy Qa RS @ SdirectyhyStsérigthéniyigR I NRB ¢ (0 K
parent-child relationshipgElkan et al.2000;0Ids et al., 2002) arichproving the home
learning environmen{Kendrick et al., 20003s well asndirectly by influencing health and
nutrition, supporting parents in their parenting role and assisting in the reduction of parental
stress attributable to social, economic and health fac{@sgga et al, 1999200Q Ciliska et
al., 2001 Sweet and Applebaum, 20P4Sustained nurse HVP are delivemabrliong periods,
usually for months or years, with efforts made to ensure families have the same nurse visitor
throughout that period. SustainedH\W havebeen shown to support the parental caregiving
role and assist the development of warm and responsive caregiving and secure attachment
(Ammaniti et al., 2008Byrne &Kemp, 2009; OlddRobinsoret al., 2004; van Doesum, Riksen
Walraven, Hosman, & Hoegels, 2008)a LY ¥+ y i F GG OKYSyd A& ONRGAO
place in initiating pathways of development and because of its connection with so many critical
developmental functionX! G G OKYSy i SELISNASyOSa NBYIAYy X @A

pera2yé O{ NR.@BSZ HnNnnps:

HVPsupport attachment and sensitive pareahild interactions, indicated as assisting
children to develop prosocial behavioutsat can help to build positive relationships with
peers and teachers in the school context (Kersdvarez, Hosman, Riks&Walraven, Van
Doesum, & Hoefnagels, 2010; Lydtisth, & Easterbrooks, 2006)eacherchild relationships
have been shown to be ogparable to parenchild relationships in terms of function and
properties (Howes, 2000; Pianta, 199@hildren who have experienced secure attachment to

their primary caregivers are likely to do well academically (Moss & St Laurent, 2001) and to
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establsh positive relationships with teachers and peers in the school can@uality in the
teacherchild relationship has been shown to impact on classroom climmatieing it more
positive YR Sy O2 dzNJ} 3Ay 3 OK A fopekaBoyl 0 activiies Hovie§ ¥t&ly & | yR O2

2008; Piantal.a Paro, Payne, Cox, & Brad2902).

However, &achment orientationmay not remain stble throughout the life course.
Environmental influencesboth posiive andnegative can underpin changes in attachment
orientation (Aikins, Howes, & Hamilton, 2009; Spie&eal, 2003) High quality relationships
with teachers have been shown to buffer the effects of poor maternal or other primary
GG OKY S ydi & MoCdrtely, 200%)a / KF yI3Ay 3 OANDdzyadl yoSa FyR yS¢
F LI NByadte YrFe |t adSN (RS yAy Brdu@pdgitng, & Carlsoh,i G 1 OKY Sy i
2010 p. 45. For children living in disadvantage the teaclbild relationship and the &ning
context of school offer opportunities for learning and development that can amelic@tee
of the negative effects of nogecure maternal attachment and a home cont#xt it not

conducive to optimal early learning

4.4.2 Homevisiting programsin Australian contexts.

Consistentvith overseas studies, Australian studies have reported the benefi/&f
Two Australian trials of home visitimgldresing the short term outcomes for children and
parents in the first post natal year have been published (Armstrong et al., 2000; Quinlivan, Box,
&Evans,2003)Ly | addzRé GFNBSGAYI WEG NAEIPR20002 §KSNE Ay
reported that hone visiting promoted secure maternal attachment and helped to prevent
maternal mood disorder in the intervention grpuln addition, results showed that children in

the intervention group had a higher rate of immunisation and experienced fewer childhood
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injuries than their counterparts in the comparison group, while their parents engaged in less

smoking in and around the home (Armstrong et al., 1999, 2000)

In another Australian study of teenage mothers, Quinligaal (2003) reported a
reduction in advese neonatal events and improved contraceptive knowledge among
participantsof the HWP.Both Australian studies assessed only the short term outcomes of the
HVR giving no indicatioif initial gains were sustainedrhis highlighted a need for long term
follow-up studies of home visiting trials in Australia to determine if gains of such interventions
are sustained for families and children (Barlow et al., 2007), for example, as they make the

transition to school.

Early intervention programs are costly arabbur intensivesoit is vital that longterm
effects of interventions are assessed to provide an informed foundation for effective
investment in early childhood programindications from studies by Olds and colleagues in
America are that long term impés of nurseHVPare evidentin bothOK A £ RNBy Qa RS @St 2|
and mothdlDad f A FS O2 datd. 2004) e RADEpinviigd df iMprogved maternal
life course derive from understandings that mothers who have fewer pregnancies, longer
intervals betveen children and better nutrition experience better physical and mental health
(Olds, 20082007. Mothers in good mental and physical health are positioned to interact more
positively and warmly with their children, leading to optimal physical and mentigzbmes for
children, particularly in areas of health, nutrition, development and early secure attachment
(Olds, 2006) Mothers with good mental and physical health are also positioned to engage in
employment and educatigrieading to improved financialutcomes for families and children

(Olds, 2006).
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4.4.3 Home Interaction Program for Parents and Youngsters (HIPPY).

Subsequent to positive findings from controlled trials, both in Australia and overseas,
several government initiatives have utilise&/Pto target¥ I YAf AS& ARSYUGATFTASR | a LR
NJ .dn| AQstralia, the Federal government, as part of their Stronger Families and Communities
Strategy, supported the Home Interaction Program for Parents and Youngsters (HIR@Y)
HIPPY program incorporatedsttuctured home visiting component to support parents as
OKAf RNBY Qa . Tha uadedlyinghiRlgfOf thie 2IREBY progfacused orthe critical
role parentshavein educating their childrenHIPPY originated in Israel in 1960s to assist
childrenfrom immigrant families who were at a disadvantage when starting school, mainly due
G2 GKSANI LI NByiGaQa t1F01 2F AyO02YS | yFeSRdzOlI GA2Y I €
program was introduced in Melbourne, Australia by the Brotherhood of St Launed@&98

specifically targeting disadvantaged migrant and refugee families (Dean & Leung, 2010).

In the HIPPY program, paraprofessionals from the local community are trained as
home tutors to educate parent@bout strategies thaéngage their preschool ctiin brief,
clearly planned activities over a one to two year peridthe aim of the program is to assist
LI NByida G2 RSOSt2L) G§KSANI OKAf RNByQa fSINYyAy3 O Lk
Continued and followp instruction were provided biwédy in the home and then in a parent
IANRdzL) aSaaAaz2y Ay FftOGSNYyLFLGS ¢6SS1a G2 LINPOARS aGAydsS
essential component in facilitating loigS NY RS @St 2 LIYSy i Ay (#HSAS Fl YAEAS
10). Positive results for pants from the HIPPY program included enhanced pacéiit
relationships and improved parenting confidendearents also benefited if they were

experiencing low levels of social connectedness as the program supported the development

and building of pareircommunity relationshipsThe program benefited children by improving
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their confidence and enjoyment of learning, their capacities for learning, and outcomes for

child development, especially in areas of seeiabtional development.

In another study usig a quasexperimental design Gilley (2002) assessed the HIPPY
program in an inner city community of Fitzroy in Melbourfdis study found significant group
STFFSOGa ¥F2N OKA tcBifident®easpediaflylfodhildgriwhd cprivle@dShioT
years on the program rather than only one (Gilley, 20(Retention rates were loywith 50%
of families not completing the twigear program, mainly because children started school in the
second year Parents participating on the program showed improvedepd-child
relationships anagngagemen y i K S A NJ O Kircludih@dme Paredrdavifighetef
communication with the school, greater understandings and expectations of the Australian

school systemand increased parental involvementintheckild f SI Ny A3 oO0DAff Se&x

The program was also implemented in a disadvantaged community in Geelong with
beneficial parent and child outcomes reported KA f R 2 dzi 02YS& Ay Of dZRSR daA
SAGSSY FtyR Sye22eYSyid Ay fSINYyAy3a FyR O2yFARSY(
(Dean & Leung, 2010, 16). Parental benefits concurred with earlier findings in the inner city
community, with parents reprting improved parenchild relationships, greater parental
dzy RSNEGFYRAY3 2F OKAfR RS@OSt2LIYSyld yR 0SGaGSN]
(Dean & Leung, 2010Pther studies evaluating the Geelong implementation showed pafents
percepton2 ¥ (G KS LINPIN}Y & + &aF¥ftSEA0fSS RFLIIoOES:
0KS® LISNOSAPGSR ala AYLINRGAY3I GKSANI OKAf RNByQa
parentOKAf R 02yRAY3 | yR O2YYdapMOl GA2YE 05Sty g [

In 2009 the Australian Government allocated additional federal funding of $32.5m to

support the implementation of HIPPY to target disadvantaged communities in other areas of
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Australia Preliminary findings have shown positive benefits of the progreomsistentwith
previous results from Fitzroy and Geelpmgluding improved learning capacities and
0 SKI @A 2 dzZNBEcEiatenistibrialRdjuBeRtaand parent reported closeness in parent

child relationships (Barnett, 2010The HIPPY program supported famiyicections by

LINE GARAY3I LI NByilda gA0GK aljAftta (2 dzyRSNAGFYR SELISO

school One of the main reasons for the success of the HIPPY programs was the development
of community and interpersonal relationships (Dean & Leuf@02 the basis of social
connectedness within families and communitigsich has been indicated as helping to

alleviate some of thémpact ofdisadvantag€Edwards & Bromfield, 201Uerrion, 2006)

Following completion of the two year program final rkswere compared to normative data

from the Longitudinal Study of Australian Child(eSAC{Liddell, Barnett, Roost, &

McEachran, 2011)Overall,this comparisorindicated thatHIPPY parentsad more positive

feelings of parenting, better knowledge lodw to access information about local services, and

a greater sense of community belonging than LSAC parémesddition positive impacts were
noted inthe home learning environmenparental involvement at school ampasitive

parenting style of HIPPyarents Child effects SNE NBLI2Z NI SR FT2NJ OKAf RNBYy Q&

behaviours and in their early numeracy and literacy skills.

In addition tofederal projects, the NSW Government has incorporated a universal HVP
as part of the NSW Families First Initiativewrfeamilies NSW) to provide children with a better
start in life (Alperstein & Nossar, 200Zhis NSW initiative concentrated services to
vulnerable and disadvantaged famili@gh programs that included home visiting, supported
playgroups, antenatal assgment and assistance programs, community centres as well as the

Triple P parenting program, parent help line and early assessment of children at school start to
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identify difficulties in numeracy and literacther states also utilisedVPas part of thér
assistance to families and childrefhese includethe Enhanced Maternal and Child Health
Service (previously the Enhanced Home Visiting Service) openatéctoria (Department of
Human Services Victoria, 2003), and @eeensland-amily Care nurse\HP (Queensland

Health, 2003) Sustained home visiting has had some promising results in terms of both
maternal and child outcomes for children and families living in disadvanfagerams

utilising home visiting have been shown to develop relationshgig/een the family unit and

the wider community and schoolThe nature and extent of the relationships or linkages
between the family and other key settings becomes vital as each child makes the transition to

school

4.4.4 The Maternal Early}Childhood Sustaied Home \&iting (MECSHTTial

Stemming from success in overseas studies in disadvantaged communities, the
Maternal Early Childhood Sustained Homisitihg (MECSH) trial was established in Australia to
determine the longierm effects of an independent HVP for families and children in an
Australian context (For further details, séppendix A A randomised control desigmas
employed to assess the impact of the HVP on child and maternal outcomes for families in a
disadvantaged area of Sydneyhe MECSH triamployed nurses in a sustained program,
begnningprenatally anccontinuingli K NB dza K 2 dzi ( KS  Ofdife. fit Ra@tiued A NA U
to review participantsysing successive folleups of thesefamilies and children, into the first
year of schoollnitial findings from the MECSH trial have shown evidence of positive maternal
and child outcomesFor example in somdomains such as breastfeeding, the quality of the

K2YS SY@ANRYYSYyld FYR Y2UKSNBRQ SY2iA2yltf VYR
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intervention group performed better than the nantervention group (Aslam, Kemp, & Harris,

2006a, 2006b, 200 Kemp ¢al., 201).

An aim of the MECSH trial was to support families to build relationships within the
family andwithin their communitiesbuildinga positivesocial network The MECSH
intervention, using strengthdhased approachencouraged families to s& out local
community services to promote community relationships and help families establish ways of
interacting with community institutions and serviceSuch interactions assist in building and
developing relationships which can assist families atithe of transition to school in forming
connections with other parents and teachers within the school context and seeking assistance
in understanding and dealing with factors in the school systBamilyschool relationships
caninfluenceO K A f R N&sy ifthe séhdnDoOntext (Desforges, Abouchaar, & Britain, 2003;
Einglund, Luckner, Whaley, & Egeland, 2004; Fantuzzo, Tighe, & Childs, 2000; Hill & Taylor,
2004) Strengthening family relationships through the use of a HVP has the potential to impact
onthe way parents interact in the school context and form and develop relationships at the
time of transition to schoolHowever, no studies of Australian home visiting programs have

followed the children and families longitudinally into the school context

Programs utilising home visiting have been designed in differing ways to assist families
and children through the use of direct assistance and support services, and through the
development of relationships within the family, and beyond the family, érteighbourhood
and community contexts. When implementing interventions and support progrdreaise of
an ecological model promotes understanding of the many and varied factors that impact on
parenting and child developmenihe foundations for childg Q& € S Ny Ay 3Is a20AlLf Ay

and capacities to manage tlsghoolcontextstem fram their early life experienced KA f RNBYy Q&
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present understandings are based in their previous experiences, and in combination their
understandings and experiences infhae their future experiencescluding thosan the

school context Relationships between home and school become particularly important in

supporting children by providing a bridge between the two contexts and by relating previous
experiences at home toxperiences occurring in the school contefamily interactions within

community organisations such as schools assist in buildiciglsconnectednesandcan be an

importanta dzLJLJ2 NI A yORA fYRNBYAD | NBaididgsRigd (2 aOK22¢

connectedness establishes feelings of belonging within communities and within schools

OverseadiVPhave shown some positive residual impact on families and children
which has assisted in the transition to school (QKitzmaret al., 2004; Olds et al., 2007;
Schull, & Anderson, 2008jowever in Australighere have been ntongitudinalfollow up
studies br families and childreafter the implementation of a nurse home visiting program
Australian evidencassessinghe impact of home visiting programs ali¢ time of transition to
school is needed to add to the growing pool of internaticstetia on home visiting outcomes,
especially for families and children living in disadvantage. Thidetdimine if home visiting
interventionscanassist Australian families and children living in disadvaniatfee long term

and if they have any residual impaattthe time of transition to school.
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5 A Theory of Transition

5.1 Overview

Several theoriegarticularlybio-ecologicaltheory (Bronfenbrenner & Morris, $8),
Rites of Passage (van Gennep, 19809, SocioculturalTheory(Vygotsky, 1978) have been
individuallyapplied2 NJ O2 YO0 AYSR ¢6AGK O2YLX SYSy Gl NE O2y OSLJ
Molinari, 2000), shared experiencésw2 32 F¥F3X mMppp 0 YR (G(KS RS@St 2 LI
(Dunlop, 200730 understand what is occurring faommunities families and/or childrerin
the transition to school{ OK f 2 AtheorBoNtBusiEion(1981)has the potential to
incorporatk elementsof thesetheoriesand conceptsn its application to the experience of

transitionto schoo) outlining a broad theoryhat canassist in gaining a fuller understandiofy

the transition to schoal

Transitions are described by Goodman, SchlossidgAnderson (200.o 0 0 | a dal yé
event,ornoRlS @Sy iz GKF{G NBadzZ G6a Ay OKFyYy3ISR NBfIGA2Y 3
Thisdefinition recogniseghat changes that occur for an individualarparticular situation or
contextare interrelated, ad have the potential to impaabn other individuals and contexts
throughinteractions. Three types of transitions are identified by Schlosspéfgters,&

Goodman(1995): anticipated, unanticipated or the n@vent Anticipated transitions are

plannedfor and predicted while nomnticipated transitions are unexpected such as a death in

the family. Nonrevents are transitions that are hoped and planned for but do not acksion

events can be major, such as not obtaining a promotion; or minor suchtakldeing unable

to visit the zoo because the weather is unsuitable on the dagnsitions are processes

significantto the individualL i A a4 (G0KS AYRAQGARdzZ f Qa LISNOSLIGAZ2Y

whether they signify a transitiond ¢ K S arsoivrBay ekt differently to different types of
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OKIy3dsa 2NJ $¢Sy (2 (KS &arY$S GaLls 27 OKFy3as 200dNN

1981,p. 2).

52 { OKf 23a0SNHQa ¢KS2NER 2F ¢NIXyaArAdAaAzy

The Tranion Theory (Schlossberg, 198&as initially designeds a framework for
understanding experiences of work transition and transitions experienced due to loss and grief
However, Schlossberg suggested the theory could be applied to other transitions in life,
suggesting the theory may be applicable to thens#ion to school experiencdn this chapter,
{ OKf 2 atBeorp(MNBIfsdiscussed in terms of its usefulness for understanding the
experience of transition to schaolhe interpretation and application of the theory toish
transition provides a waof understanding how factors interact and influence the outceofe
transiton. ¢ KAa AYGSNI OlAz2zy Aa AyTidzSYOSR .dke GKS AYRAGAF

theory also highlights the way such factors can change over the transitional period.

Acwording to Schlossberg the outcome of a transition depends onifter-related
FIOU2NAR GKIG I FFSOO | RISENENAYWSR | @A tGKBEA F2 diNyaR { NE &Y L]
support and strategies (Goodman et al., 2006; Schlossberg et al.,. Td®Se four factors are
0KS LISNE2YFf FTYR SY@ANRYYSydGlrf W &ithSada yR f AFOoACt
adapting tq changes in transitionlt is the interaction and influence of the individual, the
environment and the process of the transitidgself that produces the outcome of the

transiton. ! 'y 2OSNIWASS 2F {OKf23a0SNHQa ¢KS2NEB 2F ¢NI ya?
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Figure3. Diagrammatic representatiod ¥ { OK f 2 a & sh&nE tiedterdckos afgelB support,

Situation andstrategiesin the transitionprocess(Schlossberg, 1981, p.5)

Ly G4KS (NIXyaAardAzylrt LINROSaasx (GKS FANRG FIO
situation. Thesituationin the transition is defined by the person and takes into consideration
several aspects such as the trigger for the transition, the timing of the transition and the
perceived control the person has in the transition. In the theory, role changes, duration

O2y OdzNNBy (i aidNBaaz2zNaR yR (KS LISNE2YyQa KAAG2NE
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important. The responsibility for the transition, as perceived by the person, is the final aspect

of the situation regarded as important in influencing the outcoofi¢he transition. These

separate aspects interrelate to determine thgtuationof the transition for the individual. The

inclusion of past experiences is important for children and families in the transition to school,

as previous experiences of edtiomal contexts can play a part in determining the perception

of the present situation and the outcome of the transition, as well as influencing future

OGN yaArGAZ2yao t NEOA2dza SELISNASYyOSa Yire ftaz AyOf dz
Ol LJA & pefsdd méykoring to this transition (Dunlop, 200Apwever, an individual may

choose not to invest their capital in this new situation (Dunlop, 2007), especially if they do not

feel their experiences or knowledge is valudd.addition, the identificaon of concurrent

AaGNBaaz2NBR Aa NBfSOryd F2NI FLYAfeQa tAGAYy3a Ay RAAL

experience a range of stressors.

The second factor, theelfincludes the personal and demographic characteristics and
psychological resources the person. Personal and demographic characteristics influence
how a person views life, and often how that person is viewed by society. These characteristics
Ay Of dzZRS G a2 OA 2 S 02 yrarndstgedfiife,stdrsfdeald S0 RSNE | 3 S
ethnicitt k O dzf(EvaizdlBainey, Guido, Patton, & Renn, 2p0913. For example, grents
with several childrenleeady attending the schomhay be treated differently because of their
knowledge interactionsand established relationships, companeith parerts starting their

first child at the school.

Qupportfocuses on the social support network, recognising that this may chacrgss
the transition. Components of the social network, such as family, friends, institutions and

communities, interact as an oxkedl source of support, which can be utilisedtbgse making
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the transition Support is recognised and defined by three characteristics; fypetion; and
measurement. The type of social support encompasses intimate relationships, family, friends
andinstitutional or community support. The function of the support is to provide affect,
affirmation, aid and honest feedback (Evans et al., 2009). Support is measured by identifying
relationships that are stable, those that are dependent on roles and thuasst likely to

change. The theory recognises the role of social connectedness within the family and the
community. It also acknowledgésat stability in relationshipand roles can play a part in the
type of support offeredcas well as the ways in whishpport can change during the process of
transition. For example,chools may offer different types of suppdréfore and after children
start schooland it may be provided by sevewdifferent people Support can also be a source

of assistance to theammily in transition or can hinder them by becoming an additional source of
stress, especially if relationships are strained between teacher and parent or the support

provided does not meet the requireemts of the family or child.

The fourth factor in Schipa 6 S NH Qelersiiokh&stratdjiesused. Strategies
involve coping responsésdividuals useéo modify the situation, control the meaning of the
problem or manage the stress in the aftermath of transition (Goodman et al., 2006). The
individual drave on four response modes: direct action, information seeking, inhibition of
action, and internal psychological behaviour to meet the goals of the response they utilise
(Schlossberg et al., 1995). Schlosslipexgjtionstransition as a problem to be solved.
However, the transition can also be viewed as a time of opportunity with strategies being
employed to grow, learnsolve problemand make sense of the situation.
Ly {OKf2aaoSNHQa (KS2NEBX (GKS AyiSNylf L&aeo
characteristics of the individual in transition are considered along with the situation and
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circumstances surrounding the personhe theory uses the four interrelated componenfs o

the self, situation, strategies and supports, as interacting variables, changing over time and in
response to the transition proces§ OKf 2430 SNHQa G(KS2NER SadK2Sa
the bi-directional influencesind interrelatednessf the indvidual and the environment

outinedA Yy . N2 Y T SDif-echidyjifay sgsedsimod@ronfenbrenner & Morris, 1998)

{ OKf 23340SNBHQa (KS2NB GF1Sa .NRYFTSYoNByySNRa

process of transition in respect of the maimgividual and broadeecological factors that can
impact at this time SchlossherQ theory alsoaligns with social constructivist thinking, where
the individual influences and is influenced by other individuals, objects and symbols in the

environmentsin whichthey live and function

Transition is seen as a social process, with the individual and the environment,
AYyGSaANF SR G KNRBdJAK { K®nsistghivith RdbgaffiP@ WY 1926 G K S

position, Schlosbergregardedtransitionas an ongoingrocess occurring over time, with the

(e

T

LJS NA LJ

AYRAGARIZ £ Q4 LI a0 SELISNR S g BfuentiyBHalhagheyisn § KSY T2 NJ

the future. There is a melding of person and environment, with the person being considered as
part of their environment ad vice versa This means that how a person is positioned at one

time and place may not be relevant in another place or at another.tivperiences occur

through interactions and relationships in the contexts of home, neighbourhood and the wider
community. Elements of rites of passage thedman Gennep, 1960)ith changes in roles and
identity and the concept of priming events to prepare for and lead into these chacgealso

be accommodated in the four elements pfOK f 2 atheors NH Q &
TheA Y RA @A RdzE £ Q4 LISNOSLIGAZ2Y YR | LILINY A&l f
the actions and responsed the individual (Goodman et al., 2006) and influences the outcome
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ofthetransiton ¢ KNBES LIKI aSa 2F (NI yaiAildird I WEBI REFAFISIR
YR WY 2 @&higk&ingdzdhisslierg, 198modman et al., 2006; Schlossbetgal.,

1995) andreflect thepreliminal, liminal angbostliminal stages of rites of passatieory (van

Gennep, 1960 9 3 a Sy (A I £ f Boved flod a prgbEapatibrRadtt tiie trafisition to

'y AYGS3aINI GA2yYy 2 & alii2R0®) Findamgéria td the2oyddess dfaranbitibr

is the concept of time, as individuals may take differing amounts of time to move through the

three phasesd ¢ KS GAYS ySSRSR (2 | OKAS@®S &adz00S&aaFdA
0KS GNI yaailAaz2y £insbrae@asgsacondplete intégrdion or adapgation may

never be fully achieved by the individuslich as when a person cannot manage conabe

after the loss of a loved one

Schlossberg identifietlansition as an interactive process with emphasis placed on
what meaning the transition has for the individual and what the transition offers the individual
The theory recognises the role of they RA @A Rdzl £ Q&4 LISNOSLIWiA2y 2F (GKS
to the outcome How the individual is placed in the transition in terms of their personal,
demographic and psychological characteristics, resources, responses and other factors,
determines the opthins open to the person in being active in the experience or managing and
adapting in the transitionHowever, individuals may be limited in their responses to transition
due to their perceptions of factors and supports that are important and influence the
transition. For examplejn the case of transition to schoa@pports may not adequately meet
the needs of tlese involved, resulting in a sense of disillusionment or disconnection. This, in

turn, can impachegatively orthe transition experience.

Schlossber@ & (i @BRHdEbeen usetb analyse and understaratiult responses

to transition Schlossberg (198tescribed the model as tentative and exploratpuseful for
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research but subject to revisiorAdaptations were made in the theory wheotssberg

noted that someindividualswere unable to achieve full adaptation when adjusting to the new
roles, challengesr changesonever fully completedhe transition process (Goodman et al.,
2006) In applying the theory tainderstanding the experiences of transitions in diverse life
situations{ OKf 2240 SNH QA& (ikefkadtidnal systemand Stiey/setiiizgsJoR
explaintransitionsto adulthood (Lez, 2001)jn divorce (Sakraida, 2005), dropping out of
university (Powers, 2010and retiring from sport (Swain, 1991Although targeted for use

with adults,this theory providesa usefuframeworkfor understandng experiences of

transitionto schoolfrom the perspectives of the child and family

Individualperceptiors areat the core of the Theory of Transitipshapingooth the
personal and shared experience of transitiddentifying the characteristics of the self and
family, and recognising thaterconnections of the person, their social networks and the
environment, creates a greater understanding of the influences on the process of transition
and the differential outcomes for children and familida other words it assists in explaining
why transition to school outcomes may be different for children and families living in similar

circumstancesAs Goodman et a{2006) explain:

For an individual undergoing a transition, it is not the event or-eeent that is

most important but its impagtthat is, the degree to which the transition alters

2ySQa RIAfe@ fAFSXsS ySSR (2 t221 y204 2yte |
AYLI OG 2F GKS S@Syil 2y GKS AYyRAGARIZ t Qa NBf
self and the world, and rolesWe ma assume the more the transition alters the
AYRAGARIZ £ Qa fAFST GKS Y2NB O2LIAy3a NBaz2dzNDSa
assimilation or adaptation(p. 37)

l.j
I.

It is important to bear in mind that the family and child may be experiencing athasitions
at the same time as thetransition to schoal For example, the family may experience loss of

support,loss or change of parent employment, or experience separation or divémce
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addition, the family may transition in and out of disadvantags their life circumstances alter,
or they require different types of supports and servic&sansitions may also involve
involuntary changes and adaptations due to involvement with community services
organisations and government agencié¢zsamilies exeriencing concurrent transitions may
struggle if adequate social supports are not available to meet their needs and the stress in

situations is beyond th& | Y Adapadti@s@nd resources to manage and cope

{ OKf 2 atBeorBdfifagsiion assists inderstanding how many factors, both
personal and environmental, can impact on the experiences of transition to school for children
and families Building on thebio-ecological systems model, the theory emphasises the
importance of relationships within @across social contexts in transitiofihe theory links to
w2 32 F T Qdiea obdtiedplpped experienceith past and present experiences leading to
transitionoutcomes and future experiences of the individualhe theory helps to explain how
childrenand families can experience transition to school differently even when life situations
and circumstances appear to be simild focus of the theory is the important influence of

OKAf RNBY Q& YR FIYAEASEQ. LENDSLIIA2YE 2y F&aLISO

{ OKf 2 &thedrg dfHaQsition (1981) particularly focuses on how the past, present
and future are linkeds well asighlighingi KS ARSI G(GKI G WY2@Ay3 2dz20Q =
Ayo2ft SR GoKSNBE (2 FTNRBY KSNB¢ (KAWherisghgals a S G 0 A
and communities set goals and look to the future for children and families, they emphasise the
societal role of realising and supporting the investment in the early years of childhood,
including the role played by government policies, pevgs and funding in supporting and
provisioning for child development and school success (Dickens, Sawhill, & Tebbs, 2006; Lynch,

2006; Mustard, 2006)
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{ OKf 2 & & 0 S(MBLbaAngsitdg&r@ i various models of transition to school
andcan be succesully applied to the experience of transition to school for children and
families living in disadvantagét accommodates elements of the theories that are pertinent to
understanding the many aspects of transition to schdglements of bieecological heory
(Bronfenbrenner, 1986) are incorporated by looking at the people and relationships, context,
and processsover time Sociecultural theories (Vygotsky, 1978, 1986; Rogt¥b5) are
integrated with the focus on relationships and social networksthedmpact of past social
experiences on the present with a view to future experiences and outsarfithe transition
The ideas of rites of passage (Van Gennep, 1960) and priming events (Corsaro & Molinari,
2000)can beincorporatedinto the theory of tansition in features of theituationand

communitysupport

The Theory of Transition helps to understand the interconnection of the multiple
factors and aspects of the process that are pertinent to the life circumstances of the individual
in transition It also helps to understand how the provisionsofpportsandstrategiesfor
families and children living in disadvantage can help to change their perceptions and improve

aspects obelfandsituationto impact positively on the transitional experience

5.3 Transition to SchoolDisadvantage andhe Theory of Transition

The transition to school can be experienced differently by each child and family due to
the many personal and contextual factors that shape the pracébge Theory of Transition
highlightsthe many differences that can exist in personal and contextual factors helping to
understand how families can have very different outcomes when transitional experiences may
seem similar Transition for families and children can be experienced as a po$itie, a

daunting and challenging experience or often as a time of mixed emotions and experiences
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(Brostrom 2002; Dockett & Perry, 2007b; Ramegnzi, Philips, & Rameyp98; Yeo & Clarke,
2006) Thetheoryrecognises that each phase of a transition t&ave both a negative and
positive outcome which influences how the transition evolveslividualsexperiencing the
transition often may view the process with ambivalence (Evans et al.) 2808enced when
families and children feel a spectrum of enwsts such as happiness and excitement along with

uncertainty and even sadness and loss

Children undergo changes in their identity (Griebel & Niesel, 2000; Niesel & Griebel,
HanpO & GKS@ Y20S FNBY o0SAy3 | WedNS@@®GK2 2 SND
and responsibilities as they move from the home or ptaschool setting environment to
school Parents also experience changes in identity as they adjust to being the parent of a
school child (Niesel & Griebel, 200%spects of these cimges are shown in theomponents
of situationandselfin the theory Expectations of the child alter as more responsibility and a
need for greater autonomy are expected within the school contekrfetts, 2007 Rimm
Kaufman & Pianta, 2000ChangesoazNJ Ay (0 KS OKAf RQa &a420AtLf ySigz
adults, peers and other children at school (Dockett & Perry, 2003; Feiring & Lewis, 1989;
Margetts, 2002, 2003, 2007; Yeo & Clarke, 200®ese areacknowledged in theupport
factors of the theory The playground context may present particular challenges due to
OKAf RNBYyQa RS@OSt2LIAYy3I aijAfta Ay ySA20AFdAy 3T |y
creates changes in the factors of support and the situationaddition, there are changes in
the physical surroundings such as the size of buildings and play areas (Dockett & Perry, 1999;
Loizou, 2011) and the curriculum goals, with increased emphasis on literacy and mathematics

(Margetts, 2007) which are also accommodated byditeationand lirk to opportunity and
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adjustments in other factors in the theory as children make sense of and adjust to the new

context

Children cancope well with changes and discontinuities if there are appropriate
supports in place prior to starting schaehich conthue upon entry into the school context
and beyondGhaye & Pascal, 1988; Niesel & Griebel, 200Bjs argument has gained
momentum with the growing focus on schools being ready to meet the needs of all children as
they move into the school contexihile initial transitional experiences are indicated as
influencingDKA f RNBSy Qa &a0Kz22ft adz00Saa 65201S0d 9 t SNNEZ
trajectories of performance arimfluenced bythe initial school experience (Early, Pianta, &
Cox, 1999; Hamre &dtita, 2001; Schuling, Malone, & Dodge, 2005), the ongoing experiences
of the child in school cannot be overlooked as a contributing factor to later school outcomes
(Peters, 2003) The Theory of Transition accounts for ongoing transitions that can occur in
educational contextsuchas when children move to a new class, have a new teacher, or
possibly move to a new schodhlthough many factors may not chandematicallyat these
times, the Theory of Transition helps in understanding how changes in factonge area are

interrelatedto, and influence changewithin,factors in other area

Relationships are at the core of ongoing experiences in school, and are accounted for
in the Theory of Transition according to their type, function and measuremenalbiity over
time. For example, psitive interactions and relationships, betweaskhild and teacheror a
significant peer, can buffe;xome ofthe negative effect®f change anédjustmentto school
experienced byome childrenandmay pave the way fdiuture school success by offering
somestability and consistencfvaleski & Stipek, 2001Relationshipsi K § @ f dzS8 (KS OKAf R
SELISNASYOSa IyR 1y26tSR3IS OFly KStL) (2 o6dAtR | aSy
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identity as a school chil&nsitivecaregiversbesides parentdjave been shown to influence

attachment models (Howes, Hamilton, & Philipsen, 1998; Ranson & Urichuk, 200&3sing

that OKAf RNBY Q& T dzil dzNB & 2 Othaught td bys& bySaRydzbingiand2 v I

responsiveparent-child interactiors, may be altered by environmental changes (Ranson &
Urichuk, 2008) The school environment may provide children living in disadvantage with a
context that offers sensitiveare givingrom a significant adult, encouraging learnisugd the
RSOSt2LIYSy i 2F OK A TheshEhgestandiag® &rd dhdwn iyf Beitgpe ang a
function of support in the Theory of Transition and help to understand how these factors can

impact on the process of transition.

The knowledge that childrewho experiencea positive start to schogenerallyhave

better outcomes in school and later life has led to a focus on the identification of factors and

2 dzi

LINEOSaaSa aa20AF0SR 6AGK OKAft RNBYQa NBIRAYSE:

2009) When there is afocus ah K S Qd@dined¥d@ schoo) the identification of the
difficulties children living in disadvantage may experience as they start school are often
highlighted and regarded in isolatidrom other factors Difficulties relatel to the early home

f SENYAY3I SYBANRBYYSYd IyR OKAf RNBYyQa SI NI @
development Using the Theory of Transitipsuch difficulties can beonsideredn relation to

the many other factorshat characterisgéhe strengths and resources of these families and
children When the focus shifts to the provision of suppaatsd opportunities for learning and
developmentthat meet the individual needs of the child and family in transitjpositive
pathways canbe identified and promoted Application of he Theory offransitionto the

transition to schookupportsa strength based approach tecognition ofthe many factors that
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impacton transition, and assists irexaminngthe ways in whichhese factors intesictand alter

over time for children antheir families
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6 The Starting Schodbtudy

6.1 Overviewof the Study

The Starting School Study was positioned within the larger longitudinal MECSH trial as
an independent study. It explored the transition to schimolfamiliesand childrenliving in
RAAIFIRGIY(dlFr3S FtyR Ay@SaidAadariSR GKS AYLI OG 2F G
school for these families. The studgded a qualitative dimension to the larger MECSH project
by engaging participating childreandtheir primary caregivers (mostly parenis)the
exploration of their perspectives of the transition proce3$ie study was also designed to
identify similarities and differences between the experiences of the MECSH intervention and
comparison famiés and childrenmaking it the first Australian study to providtengitudinal
data on the impact o& randomised controlled trial of home visitifgcused orthe time of

transition to school.

TheSarting School Studinvolved a subset of th®IECSH cohoronsisting ofamilies
and childrenwho accepted the invitation to participateAs an identified group from a
disadvantaged aredhe participants in theStarting School Stugyotentially faced additional
challengesand stressorsluring thetransitionperiod. Gonsideration was given to ways of
engaging respectfully with these families and children while ensuring their perspectives on
transition to school werelocumented. Thestudy provided important information and added
to understandings of the experiences of transition to school for families and children living in a

disadvantaged area in Australia.

6.2 Study aims

The Starting Schoolt&ly explored the experiences of transitibmschool for families

and children living il disadvantagd area of AustraliaThesedmilies and childrehad
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participated on a trial of a home visiting interventioResearchndicates that these families
experiencesocial, economic and health issugkich can add to the stressors in transition to
school. This studysought to identify factors that assisted or hindered these families and
children over the period of transition and investigdteow families and children living in
disadvantagenanaged tle opportunities, changes and challengestairtingschool ParensQ
LISNDSLIiA2ya 2F GKSANI OKAf RQain&ntaibdd Ndntyy OSa 6 SNB
factorsthey felt were important in the transition to schoahdthe ways in whichhese factos,
and their feelings about them, changed throughout the process of transittofurther aim
wasto identify and assess the effectivenesssohool and community supports parents utilised
during the transition to schoolEthical and methodological aspge®©f successfully involving
families and children living in disadvantage in research were considekdformed the
design and implementation of the studyn addition links were drawmwith the aimsof the
MECSHirial to determinethe impact ofthe interventionon the experiences ofransition to
school forfamilies and children participating on the Starting School Stldys provided
longitudinal data on the impact of a home visiting interventfonAustralianfamilies and
children living irdisadvantage.The aims of the study were addressed by the following

research guestions.

6.3 Research Questions

1. What are the overall experiences of families and children living in disadvantage
in the transition to schoolAre there factors that enhance and/binder the
transition to school experiences for these families and children?

2. What are the changes in parental perceptions of what is important in transition

as children move from homasW LINS a €K 8682blaWE OK 2 &20Q KOK A f R

94



What skills and abiies do parents and children think are important when
starting school?Do these perceptions alter after children sté&lindergarten
and spend time in the school context?

What are the community supports that assisted these familiesdnildren in

the transition to school?

(@]
(p))
O
O
(0p))
Q)¢

126 Oy OKAfRNByQa SELISNASYyOSH
way?

Are there similarities and differences in experiences of transition to school for
families and children in the MESCH intervention and comparison groups?

a. Dcoes the addition of the data from the larger study, along with the
qualitative data of this study, give a more comprehensive picture of
the transition to school experience for MECSH children and families?

b. Can the goals of the MECBItervention be linkedo the differential

experiences of the interventioand comparison groufds
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7 Methodology

This chapter outlines the research methodol@mdtheoretical understandingsahich
underpin the methodsised in the Starting School Studihe studyfocused ordocumenting
and interpreting the experiences of families and children living in disadvantageiin the
experience of transition to school A strengthsbasedperspective was employed this study
This viewregardedparentsand childrenliving in disadvantage as having strengilsswell as
needs (DeFrain, Asay & Geggie, 20&a8d argues that wheaugmented with support and
resourceghese families arenabled to meet the challenges and opportunitipsesented by
the experience of transibn to school Drawing ona bio-ecdogical framework
(Bronfenbrenner & Morris, 1998he importance ofgaining multiple perspectivdsom adults
and childrenin the experience of transition was recognisadhis study particularlyas adults
and childrencandiffer in what they deem important in the transition to sch@blockett &
Perry, 1999; 2002b)Multiple perspectivesvere sought in ordetto understandhe transition
to schoolasa processo-created by the individual anttheir social patners in the experience

within a constructivist paradigrfLincoln & Guba, 2000)

In addition, theA YLI2 NIi I y OS 2F NBfFGA2yaKALA Ay OKAfFR
at homeandschoolwasacknowledged Theoutcomesof the transitionwere considered in
relation tothe abilities of all those involved to meet the challenges, take up the opportunities,
and adapt to the changes that throcessentailed Transition was recognised agprocess
occurring over timeembedded within thehistoricaland institutional contextshat impact on
the present experiences of the individual and itheocial companionse&dngto
transformations that also influenoghat occusfor the child and the familyn the future

(Rogoff,1995) { OKf 2 & 4 0 SdfHa@sitionprévisles MEcological approach to
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transition, with the individual and contexseen asnseparablewhile acknowledging the

influence of each on the othéBronfenbrenner & Mrris, 1998).The theoryviews transition

as a shared experiencRdgoff, 1995)whereby the changethat occur forthe individual

impact others through social interaction§he theory alsmoted that transitions occur over

time moving througtihree phasesf the process moving in, moving on, and moving out

(Chickering& Schlossberg, 1995; Goodman et al., 2006; Schlossberg et al. wifot)e

importance of priming events (Corsaro & Molin@®00), and previous experiences leading to

outcomes in the present transitiof, OKf 2 840 SNAH Q& (nteR@iMBfth&malyK f A IKGa (K:
factors thatshape theexperience ofransitionand influence it®utcome especially the

AYRAGARdzZ £ Q& OK supidor anl dlikuinstanc@si sirrotndimg Ahe tradsitiesh

gStt a GKS Ay$nm@mRdzZ f Qa LISNOSLIIAzZ2Y

Theimpoti I yOS 2F I AYyAy3d OKAfRNBYyQa LISNBRLISOGADSE |
school (Barker & Weller, 2003), in respectful and accurate ways, was a priority in this study.
Participatorymethods were usedo positionchildrenascompetent and capablexperts in
their own lives, withopinions and views that differ frotihose of adults Christensen & James,
2008;Christensen & Prout, 200€Jark & Moss, 2001Lancaster & Broadbent, 200Blason &
Hood, 201) Childrenare unique andave different compeencieswhichmay requirediverse
and innovative techniquet® be usedn data collectior(Punch20023. Hence, techniques
such as the use dlfie drawingactivity for childrenvere used when they wouldot usually be
utilised with adults Such techniquesancreate a context for children to have some control in
the research as they determine the amount of effort and input in the activity and utilise the
technique most comfortable for them to express their views, feelings and thoudjtutis

example, thedrawing activity allows
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(hildren to exert high levels of control over their participation in the activity
Children can express as little or as much as they wish, in ways of their choosing,
through drawing Drawing is a task that can be added tocbanged as the process
continues It does not require a rapid response: it can be thought about and
drawings can develop as the drawer choos@3ockett & Perry, 2004ip, 2)

7.1 Method

Theoretical understandingsf transition to schoobs a socially constictedexperience
(Chapter 2 underpinthe methods used in the Starting School Studualitative methods
were utilised as a way to explore, classify and categorise the phenomenon dfitnans
school for participants, with quantitative dateom the MECSH triaincorporatedduring the
analysis phaseThemethod isdescribed undeseveralheadings The first sectiomlescribes
ethics and otheapprovas obtainedfrom relevant organisationsParticipantselectioncriteria
for the MECSittial are shown and theprocedures used to recruit participants for tisgarting
School fudy are described Thequalitativetechniques used in this study are discussadng
with the Strengths and Difficulties Questionnaire, a taseédon the MECSH tri&b collect
parent and teacher datavhich wasalsoused n the Starting School Studyfrhephases oflata
collectionin the Starting School Study are shown in a tandexplained, along with the
strategies used in interviewing childreiihe final section discussdtetethicalconsiderations
madein this research includgissues pertaining to consent and assent, privacy of participants,

power issues, and sensitivities in researching with families and children living in disadvantage.

7.1.1 Ethics Approvals
The ethicalapproval obtained and sought for the MECSH trial, from the Human

Research Ethics Committee, University of New South Wales, also included approval for the
Starting School Study under the Early Childhood Sustained Home Visiting: Outcomes at the

Transition toSchool application and approval (HREC 073Agproval for the Starting School
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Study waslsosought and received from the Human Research Ethics Committee, Charles Sturt
University as the affiliated university of the researchApproval for conductingesearch in

NSW Department of Education and Training (DET) Public Schools was obtained through the
State Education Research Approval Process (SERRARtingchild interviewsat schooland

the involvement of school personneCopies ofelevant approalsare included imppendix B
Approvals to conduct research in Catholic schools in the dioceses of Sydney, Wollongong, and
Parramatta were obtained through the relevant Diocesan Catholic Schools Authorities in NSW
Approvals were also sought and gragifeom relevant school administrators, boards, or

directly from school principals, as appropriate,imterview focus children in Independent and

Islamic schools

After obtaining relevant approvals, school principals were contacted by phone and an
information letter outlining the research project was sent to the follow up telephone call
was made to arrange a suitable time to visit schools and discuss the study with principals
Permission to conduct child interviews within the school context and pesion to gve a
guestionnaire to teachergas sought from the principal at this timé\ll principals approached
agreed to school participation on the studilowever, teacher participation was voluntary and
required teachers to return thet@ngths andDifficulties Questionnaire (SD®ia the return
envelope suppliedSDQ forms were either directly handed to class teachers or forwarded
through the school office if teachers were not present on the day of intervidig
researcher adhered to the ethicatizh RSt Ay Sa 2dzif Ay SR AB006¥Coddl &€ / KA f RK?2

of Ethicavhen working with families, children and other community members.
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7.1.2 Participant ®lection.
Participansfor the Starting School Studyere drawn from those in the MECSH trial

Participants were selected for the MECSH longitudinal trial based on the responses of

expectant mothers on a seléported psychological assessment (Aslam et al., 20Bligible

participants lived in a recognised area of socioeconomic disadvaraagitermined by the

postcode area and thendex ofRelativeSocioeconomi®isadvantagélRSDyvithin the
Socioeconomitndexes for Areas (SEIFAhe SEIFéalculates the general level of relative
socioeconomiclisadvantage based on thmmstcode area and Iangd.bf social and economic

factors derived from attributes such as low income, low educational attainment, high

dzy SYLX 28 YSy iz |yR 2204a Ay ABSBODG,plid) Brfe aréaindzy &1 At f S|
which the MESCHiial was conducted was rateid the lowest10% of areaacross Australia

with anIRSD decile ranking ofdignifying an area of higdocioeconomidisadvantage

In addition to living in the areaapticipantsfor the MECSH trisd SNBS A RSYy A FA SR
NA&alés YSSiA yhafolwingning diteria2nmaddrna? afje under 19 years; being
an unsupported parent; having experienced major stressors in the last 12 months; current
substance misuse; current or history of mental health problem or disorder; at risk for
depressionorlowdeS & i SSYT SELISNASYyOAy3a NBtFGA2YEAKALI A&
andor having a history of domestic violence (see Aslam et al., 200@)hers were excluded
from the selection process if they had insufficient English proficiency to complete the
psychological assessment independently or hadelephoneaccesdgo enable follow up
interviewing A full reakdown of the numbers and retentioatesof participants is shown in

Appendix A
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The participants for the Starting School Study were drawn ftwyee families
continuing to participate in the MECSH tridlhe retention ratan the MECSH trials the
childrenwere starting schoolvas 55.3%, totalling 115 familigspm both intervention and
comparisorgroups Families were invited to participatim the Starting School Studf/they
had childrereligibleto start school in the subsequent yeah total of 57 familiegonsentedto
participate in ths study. 26 families in the first cohortith childrenbeginning school in 2009
and 31 families intte second cohortwith childrenbeginning school in 20100f the 57
participating families27 familieshad been part of the MECSitervention group and 30
familieshad been part othe comparisongroup. The researcher was blind the group
allocationsuntil after the final data collection had occurre®f the 57 families participating,
there were 20 familiestarting their first child atschool Familiesonsisted of single parent
families two parent familiesand blended families, with situations atging over the period of
study, as marriagesr separationsoccurred or additional family membersuch as

grandparents or other relatives begéining in the home

Parents identifiedhe schoolbf enrolment fortheir child The principal of each of
thesethirty schools was approached for permission to conduct the study in the school
Teachersvere identified by the school principal bsingthe focusOK A f RQ&a Of | &

the first year of schodKindergarte. Principals agreethat researchergouldsupply

teacherswith a questionnaired completeas part of the MECSH data collectiagsessing the

a

F20dza OKAf RQA & (iNGlgitanitdadew bhgr@nsieigdedtian® alzbuiitheS a

OKAf RQa fAUGSNI O I adRbehhdavrSCnuhséntfor R& ESHardcigtiény

wasimplied upon the eturn of the completed fornmby post
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7.1.3 Instruments

Qualitative research recognises thatividualperspectives ofsgsues, experiences and
events may be differeniCreswell, 1998Guba & Lincoln, 1988)n the Starting School Study
the major data collection instruments used were parent and child stractured interviews,
and a drawing activity for childrenThe qualitative research methods used in this study were
chosen as thegffered flexibility and fluidity of techniques making theappropriateto use
with participants living in disadvantagethat they recognised the importance pérsonal
experiencesand positionedhe researcher as an interestdidtener(DicksorSwift, Jaes,
Kippen & Liamputtong, 2007)or exampledrawings were used as some childrentba
Starting School Study were receivimghad receivednterventions for speech and language
difficulties and it was recognised thaglying only ora verbal responsérmat may restrict the

expression of their viess

The use of flexible, qualitative methodalongsidenterview questionsprovided
opportunities for bothverbal responseanddrawings. Seekingsual representationffom
children experiencing difficuls with verbal communication is considered a less threatening,
more comfortableapproach than seeking only verbal informatigtoffmanEkstein et al.,

2008) Intheir interviews children wereinvolved in a drawing activity and conversation about
their experiences of schoolAt the end of the interview children were askedanswer ten
questions that were designdaly the researcheto determine how children rated their own
emotions, behaviour and relationships at schobhese questions were read to tiegild by the
researchefafter their interview and drawing activity, with responses audio recorded for

accuracy
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The Strengths and Difficulties QuestionnglB®Q)Goodman, 1997Ayas used in the
MECSH trial to gain parent and teacher ratiof® K A f RMdBoyisQEehaviours and
relationships before and after they started at schodhere are 25 items on the SDQ
comprising five scales with five items in each scalee five scalesxploreemotional
symptoms, conduct problems, hyperactivity, peer probleand prosccialbehaviours The
SD@s usually gathered from a number of sources with parents and teachers rating the child
and older children selfeporting. It has been tested for validity and reliability with an
Australian population (Mellor, 2005) afgleasy and quick to completmaking it time efficient
for participants (Goodman, 1997; Goodman & Scott, 1999; Klasen et al., 20@6¢ MECSH
trial, a parent, usually thenother completed theSDQ when the child was four years of age
again threemonths prior to school entryThe SDQ was also given to teachers for completion
after the child had been in school for almost two terrtisat is, at the same time as the MECSH
developmental assessme(dppendix A)There was no earlier data collected frgre-school

teacherson the MECSH trial

The seHlreporting measure of the SDQ was designed and recommended as a brief
behavioural screening questionnaire for young people aged between 11 and 16 years
(Goodman, Meltzer & Bailey, 1998Thildren on the Stéing School Studwere younger than
thisrecommended ageHowever they were considered to be capable and competent in
providing information about their behaviours and feelirgschool, so the researcher
designed a series of structured questions, rederto as the structured child interview (See
AppendixC forthe complete instrument), that reflected questions parentand teacheiSDQ
forms for reporting on 411 year old childrenThe structured interview questions were read to

children by theresearcher with children responding to all questioktowever, where a
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response was negative to the first question in the series, the successive questions were not

asked C2NJ SEIF YL $3 Ay NBalLkRyas$S (2 a52 azdz SOSNI 3.

et
~NEs

Gb2¢ GKSY (GKS FTRRAUGAZ2YLFE ljdzSadGdAz2ya RSaA3daIySR
the child reacted were not asked he questions aimed to gain an understanding of the

OKAf RNBy Qa LIBeNaViSuts[ifdelihygs arkl ProgiaksBei shidol context

Where appropriate, to assist children in responding to these questions, a technique
1Yy26y Fa dadzJl2NISR O2y@SNEIFIGA2Yyé 61 & dzZASRO® ¢
experiencing dysphasia (Kagan, 1999). Supported conversation aimsuxeehat an
AYRADGARdZ £t Qa O2YLISGSYyOS A& NBaLISOGSR S@Sy (K2
and feelings verbally. The support person scaffolds the conversation to assist the individual to
express themselves (Caspari, 2005) and to confirmrate understanding of their responses.

Supported conversation wagnployedin this studyas auseful techniqueo assistin gaining

childrerQews and perspectives in a respectful and collaborative manner.

7.1.4 Strategies used in interviewing children

Seveal strategies have been useddocesO KA f RNBy Qa LISNELISOUABSa
directly affect their lives These strategies include informal conversations or discusgising
books as a catalyst for conversati@K A f RNBS Yy Q& 2 2 dzNJy/ refleciichs, Wdéd ¢ A y 34 =
G2d2NE YR LIK2G§23INILKaE (2 OF LIWidzNBE OKAf RNBY Qi daz
school (Clark, 2005; Clark & Moss, 2001; Clyde, 2001; Dockett & Perry, 2005a, 2005b, 2005c;
Dockett, Perry, & Whitton, 200&inarsdottiy 200, 2007a)

wSaSINOKSNER aSS1Ay3a OKAf RNBy@dftrusiddyA LISOG A &S
reciprocal relationships in both data generation and interpretatigioffmannEkstein et al.,

2008) Also important are strategies twreate spaces and procesdbat are child friendly
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promoting a sense of comfort and safety fdrildrenas theyshare their views(MacNaughton,

Hughes, & Smith, 2007%trategies that offer children some control over their participation

can contribute taheir sense of comfort andafety(Save the Chdren, 2000).In these

situationsKS | Rdzf 1 Qa NRBftS 06S02YSa 2yS 2F fAaidSyay3a Gz
Ydzidzt t f @ RSGSNXAYSR NBaSHNOK 3ISyRIF a2 GKFG OKAfR
2007) Adults need to be open talternative interpretations of an experience by moving away

FNRBY GKSANI LINBO2YyOSAGBSR AYUSNILINBGIFGAZ2Y 2F OKAf RNB

view (Cook & Hess, 2007)

Researching with children can provide adults with a better knowleage
dzy RSNEGFYRAY3 2F OKAf RNByQa SELISNASYyOSa 2F (KS (N
factors and procedures that provide the optimum support for children throughout this process
Children can provide authentic suggestions for dealing w#&bes that relate directly to their
lives and the environments in which they function (Margetts, 2007) if they are provided with
opportunities to express them¢ K NR dz3K OKAf RNBYy Qa | OUABS Ay@d2ft 8SYSy
are provided for children tohape their school environments in ways that support their
previous learning and experiences, and create opportunities for further growth and
development For this to occur, adults have to be open to the processes and provide spaces
and opportunities to emower children to make suggestions, take the time to listen, and then
act on these suggestion®roviding opportunities for children to draw about issues and
experiences is one way to actively involve children in research (Driessnack, &)
activeB Ay @2t OSR GOKAft RNBY RSGSNNAYS 6KI G SELISNARSYyOS:

AKFNBRZ FYR Al A& GKSANI AyidSNLINDWMRL Xreovigh G K I G & K 2 dzf
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hearing and listening to children, adults are better positioned to pl®vhe necessary

supports to enlance the lives of all children.

An area that has gained considerable interest with educational researchers in gaining
OKAf RNBYyQa LISNBLISOGAGSA Aa (GKS dzaS 2F OKAf RNB\
(Clark, 2005Clark & Moss, 2001; Dockett & Perry, 2B0Binarsdéttit 2005) Children may
use drawings as a means of exploration, problem solvirgf wisually representing their ideas
and observations (Malchiodi, 1998yhrough drawings, children can convey thotsglactions,
events, emotions, and experiences which they may not feel they can express adequately
through words Brooks, 2009Thompson, 2005)Drawing involves two parts: the process of
making the art, and the product or the completed piece of @K OKAf RQa RNJI gAy 3
personal statement incorporating both conscious and unconscious meaning (Malchiodi, 1998)
/| KAt RNByQa RNIgAy3Ia NBtFdGAy3a G2 a0Kz22t OFy oS
feelings and perceptions of schodlhe drawig reflects the process of documentation of the
SELISNASYOS IyR AlGla YSIyAy3da G2 GKS OKAtR &2 GKI
interpretation of the drawingmust be soughat the time of the activityand utilised to
understand the drawing

INNBaStNDKAYT OKAf RNBYQa LISNALISOGAGSas azys$s
placed a strong emphasis on analysis of products (Christensen & Jan&d-ia0iday,
Harrison & McLeod, 2009), effectively separating the process from the proAuncalterrative
approach is based on the view that the meaning of the art belongs with the art maker
(Betensky, 1995; Clark, 20@narsdaéttiy Dockett & Perry2009; Holliday et al., 2009;
Malchiodi, 1998; Punch, 2002a; Stanczak, 2007; Veale, .208E) suggestihat the process,

as described or narrated by the art maker, is just as important as the prodadtiting with
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children during and after the creation of their artwarknclariyOK A f RNBSyYy Q& &dzo 2SOGA BS Y
(Merry & Robins, 2001)Asking children toalk about their drawings is important in gaining the

OKAft RQa AYGiSYRSR YSIyAy3 | a [ RdfAGa Yre Fraaadiy | Y
by the child (Schirrmacher, 2002; Thompson, 2@088). ¢ KS OKAf RQa Yy I NNJ G4A PSS HKA
provides additimal insight into their intended meaning as drawing helps them to make their

ideas clearer Compare this to focusing solely on the end product of the drawing, and

interpreting it without consultation with the childd Ly OA NDdzyadl y0Sa ¢ KSNB i KSNJ
cookbook approaches to categorise images or a list of predetermined meanings for content, it

Ad Y2NB fA1Ste GKFIG OKAftRNBYyQa Ydz GALX S 2NJ AYRAQDA
misunderstood, and will be disrespecte@lalchiodi, 1998p.36). Ol2 SO a Ay OKAf RNBYy Q&
drawings can sometimes evolve in the drawing process and the meaning the child assigns to

the object can change as their ideas take shape and their intent shifts

7.1.5 Data Collection

Two cohorts of families and children participated inalabllection for this studyThe
timing of data collection for each cohort depended on when children started schodew
South Wales, children are eligible to start school at the beginning of the year in which they turn
five, provided this occurs B1stJuly (NSW Department of Education and Training0R0
However, they are ndegallyrequired to attend school until age six. As a consequence, some
children start school when they afeur years of age, some around five years of age, while

others are closer to six years of age.

In this study, &milies and children shared their experiences of transition at two
independent points in time The first phase, the prior to school entry experierfaeganin

October 2008 for the first cohartFor these children andamilies the second phaseccurred
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towards the end of the second term tfeir Kindergarten school yean Junewith the aim of
exploiinganychanges that had occurrethe challenges families and children had facet
OK A f Rrdgieysa) school The same pattern of data collection occurred for the second

cohort, when the children started school one year later

A multimethod design was employed to gain understanding of the transition to
schoolexperience®f families and childne. Priority, implementation and integration of data
were considered in the study design (lvankova, Creswell, & Sheldon, 2006 Starting
School Studythe qualitative data collection and analysis were given pridkityrgan,1998)
They were collected, categorised and analysedependenty and the quantitative datathe
SDQ data@ollectedfrom parents and teachemsn the MECSH triad were introduced for the
final analysisvhen data weréntegrated (Onwuegbuzie & TeddI2003) Results were
determined forthe entire groupof families with the inal data analysialsoincludnga
comparison between families in the intervention and comparison gro@eup dlocation of
participantswas obtained from records of tHdECSHrial. Theresearcher remained blind to

group allocaibn untilthe final comparative data analysis

An overview of the data collection schedule is provided in TadleThetwo cohorts
of children started school in 2009 and 2010 respectivElgch phas of the study consisted of
interviews with the parent and child that were audio recorded with their permissitie first

cohort consisted of 26 familieand the second cohort consisted of 31 familips57)
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Table7-1. Overview of Data Collected in The Starting School Study from Parents and Children.

Cohort Families Year Started Phase | Phase Il
(n=57) atxhool Prior to School Start Post School Start
(OctoberJanuary) (AprikJduly)
Parent Child Parent Child
Consent. Verbal assent.  Consent. Verbal assent.
Interview. Interview. Interview. Interview
One 26 2009 Drawing Drawing activity
activity.

Short answer
guestionnaire.

Consent. Verbalassent. Consent. Verbal assent.
Interview. Interview. Interview. Interview
Two 31 2010 Drawing Drawing activity
activity.

Short answer
guestionnaire.

To establish a sense tfe overall experience of the transition to schpgdrentswere
asked to describtheir experiencesand their child, & semistructuredinterviews Parer
guestionsin prestart interviewgelated topreparation activitieshow they felt about the child
starting schooand their ideas about school readined3ata from these questions were used
to determine the skills and abilities parents thought children needed when starting school
Parental involvemenat schoolwas also discussedlong withparentalaspirations for the
child. In poststartinterviews parentsrecountedtheA NJ Cfiksdfy Rf@éhookndchildrerQ &
progress in the school contexParentswho raisedconcernsabouttheir childor difficulties
they had experienceth starting their child at schodliscussedow these had been handled
personally and bythe school as well as theisatisfaction with the outcomeThesedatawere
used to generate information about factors that assisted or hindered families in the transition
to school, and supports that could be made available to avoid or ease these situgiiguests

of relationshipsformedin the schootontextwere discussedalong withparental involvement
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and aspirations for their childThe importance of factors in the transition to school were
compared over the two time point@restart and poststartjo determine if parental

perceptions of such factors changed once children were at school

Children participated in an informal interview combined with a drawing actiwiboth
prestart andpoststartinterviews Children were invitedo think and talk about spects of
starting school and beinat schoolrespectivelyand were invited to relate their knowledge
and understandingsef the transition to schodhrough their drawings Data from interviews
and drawingsllustratedthe important factors to childremithe transition to school and
documented changes over the transition to schoBhildre & NI #olsiging hSriianswer
questions related to the Strengths and Difficulties Questionnaire (82€g)also documented
¢KS RIFEGEF @gSNB dzaSR (2 RSUSNXAYS OKAf RNBYyQa

context,andcompared to the ratings ascribed by parents and teachers

7.1.5.1 Phasel

The firstphase of the study, involved interviews prior to the start of schdble first
cohort of children and their parentientified aseligibleto start schookt the beginning of
2009 participated in interviews i®ctober 2008 (Prior-to-school start interviews fo€ohort
Two werestartedin September 2009.Interviews occurred at a time and place of the
participants choosingysually in the homeAs the MECSH trial had utilised home visiting,
families were accustomeib this mode and comfortable in continuing it fibre starting school

initial interviews Parental written consent was obtained at the meeting amdaddition to

LIS |

parentalconsentS | OK OKAf RQa @SNDLIf I aas yhéiriniedviewd NI A OA L
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7.1.5.1.1 Child intervievs.

Each child was asked to participate miaterviewabout starting school and invited to
produce a visual representation to share ithieleas, expectations and knowledge of school
Theinterviewsti 2 2 {1 LJ I OS A ywith da&exdgiidniviiciéecuried At Se
requestfrom the parent The interviewsvere carried ouapproximately two to three months
before the child was due to start schodlheinterviews were audio recordeand transcribed
by the researcher for analysiShe childwas given theption to draw and given thprompt to
drawwhat they houghtit would be like when they went to schooChildren were provided
with a large sheet of plain white paper and coloured pendisile childenwere drawing the
researcher talked with tha about startingschool Children were intéd to think and talk
aboutprior-to-school settingsthings theymayneedat schoo] their friendsthe teachers and
aspectf school they would like or dislikerith the tone of interviews conversational and

open ended

Upon completion the researchassked childen for permission tgphotograph ther
drawing All childrenagreedto have theirdrawingphotographedby the researchemften
taking thephotograpts, anddecidngwhichof theimages should be used by thresearcher
The originaldrawingswere retained by thechildren even though emetimes childreroffered
them to theresearcher The drawingprovidedchildren withameans to share their ideas and
information about the interview with their parent§they wanted The photograph were
dza SR (2 RS@St2L) I @A adz ftheRansitidito 2P OK KA RREF PR A SE LIS

verbal and visual data wemllatedand piovided the unit of analysis.
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