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own practice (Katzenmeyer & Moller, 2001). Arhar, Holly and Karsten (2001) suggest the
value of action research in school change lies in its potential for collaborative, systematic
learning based on evidence and reflection. Investigative action research offers an avenue for
teachers to undertake change in their classrooms and to respond to emergent issues through
selection of their own focus, establishment of their own action plans and retention of their
own decision making (Mills, 2000; Rose & Emmett, 2001).

DATA COLLECTION AND ANALYSIS.

This study examines action research by two primary teachers changing their own transition
practices. The research site is a Queensland state school with an attached preschool, situated
in a large rural town. The site was selected on the basis of diversity of learners from schools
requesting external support around the issue of transition to school. Socially marginalized
groups (e.g. itinerant rural workers, unemployed) and indigenous groups represent
approximately 25-30% of the school student base. At the commencement of the study, the
school had an established multi-age organisation within which the two experienced primary
teachers were responsible for an early years (Grade 1-2-3) class in double teaching space with
folding doors. The class was taught partly as separate literacy and numeracy grade groups
(Grade 1, Grade 2/3) and partly as a large (n=60) multi-age integrated studies group.

This study utilised a variety of data collection techniques to illuminate transition issues in the
classroom from the perspective of the primary teachers.

• Teacher narrative of values and preferred practices around continuity during transition
between presehool and school. Narratives from preschool teacher in the attached centre,
as well as narratives from the early years class teachers were collected, as some issues
around continuity could be expected to impact on both settings.

• Non-participant observation in the classroom at times selected by the teachers,
focussing on aspects of pedagogy. These observations were recorded in the form of
field notes related to aspects of organisation, learning environment, teaching style,
assessment approach and teaching strategy. No individual child data was recorded.

• Semi-structured teacher interviews focussing on similar issues were recorded as detailed
field notes, as the teachers declined to be audiotaped.

The researcher's involvement in the process has been in the dual roles of eo-participant and
professional development facilitator, so separation of data gathering from the analysis phase
and member checking have been used to reduce subjective bias.

An emergent design, in which themes were developed during the research process but
informed by issues raised in the literature (Olsen & Sumsion, 2002), was adopted for the
analysis of data. Patterns within the data were developed into themes and sub-themes then
verified through member checking i.e. they were discussed at the school after initial sorting to
clarify the teachers' own views of meanings derived by the researcher (Arhar, Holly &
Karsten, 2001). Two explanatory models of processes (Figures I and 2) were developed by
the researcher following data refinement and verification of the analysis.
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RESULTS

Three key themes - pedagogy, school organisation and the impact of change processes ­
emerged and are shown in Tables 2 to 4, with some examples of illustrative comments. These
themes are based primarily on the basis of interview, observation and member checking as
the teachers' written narratives were not sufficiently extensive to permit in-depth analysis.

Issues of pedagogic continuity (Theme I) were expanded to include children who had and
had not attended preschool, but the teachers perceived their effectiveness was constrained by
whole-school factors (Theme 2) and by limited school-preschool connection. Change
processes (Theme 3) increased staff self -confidence and effectiveness.

The data indicated there is a transfer of assessment information between the preschool and
school, the teachers visit one another's classrooms with the children prior to school entry, and
staff considered that they have established a transition program for children who attend the
attached preschool which goes beyond initial orientation. However, they expressed
dissatisfaction with the links between settings, and indicated a lack of continuity in approach.
They did not wish to use play experiences or learning centres in the school classroom, but
commenced visits to the preschool outdoor area with less mature school entrants including
Murri and marginalized children who had not attended preschool or made orientation visits.

TABLE 2: THEME I PEDAGOGIC CONTINUITY ISSUES

While the combined classroom with its adjacent wet areas were suitable for multi-age
teaching this style is used for only part of the day because of large class sizes and lack of
teacher aide support. Indigenous aides are employed in the school but their timetabling is
irregular and their role is not clearly defined. The staff are concerned that the considerable
distance from toilets impacts on children's well-being, such that significant staff time is
devoted to this issue. Teachers indicated that lack of designated time for dialogue with
colleagues and the time demands of systemic requirements (e.g. Year 2 tests) have hampered
their efforts. A change in school principal has resulted in school-wide shift in focus, including
a re-alignment of some teachers towards more traditional practices. and there is ongoing
concern about community connection, particularly for the indigenous community.

Sub Themes
Transition process for children who
have attended preschool

Effect of teachers' shared pedagogy on
transition effectiveness
Transition process for children who
have not attended preschool

Effect of indigenous children's
background of ex erience
Effect of socially marginalized
children's background of experience
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Teachers' Illustrative Comments
In Term 4, the preschoolers visit the school an
hour a week for morning tea, play, story and a
desk activit
Its because our ideas are the same, so there's a
team ap roach and we feel supported
We hadn't really planned for the fact that some
of the children didn't go to any program before
school
The Murri children got very stressed when they
had to do the (Year 2 Net) test b themselves.
Some of these children have had really traumatic
life experiences and their behaviour is a
challen e
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TABLE 3

THEME 2 SCHOOL ORGANISATION ISSUES

Sub Themes Teachers' Illustrative Comments

School infrastructure arrangements You never know when you'll have aide time
constraining teachers' work made available so you can't plan things properly
Changes in school approach affecting Some (teachers) have moved away from the
teaching practices and continuity multi-age idea now and its been difficult for us

to keep going
Connection with the community and Some children need help but their parents won't
families impacting on children '8 come and talk or come to any special events we
adjustment put on

While the teachers found the action research process gave structure to change processes and a
frame for dialogue and planning collaboratively, they have found it difficult to document
their work regularly and have needed encouragement when stresses in the classroom were
overwhelming. They were reticent to take charge of the process following experience of
expert professional development models. After a year, they took a significant step with the
realisation that reflection is about "why" not just about "what" children and teachers have
done, and they have added reflection to their pedagogic planning process.

TABLE 4

THEME 3 PROFESSIONAL CHANGE PROCESS

Sub Themes Teachers' Illustrative Comments
Role of action research as a I didn't get it in the beginning. Now I realise
professional development tool its about "why" not just what we're doing

with the children
Role of external facilitation as a teacher You're saying that it sounds like children's
support structure self-regulation. That means we should teach

social skills
Effect on teachers of changes within a We're supposed to introduce the ideas
school system (Productive Pedagogies) to other teachers

now.

DISCUSSION

Theme 1: While the primary teachers defined shared pedagogy as a vital issue in the success
of their own collaborative teaching, they expressed concerns about discontinuity of pedagogy
not only between preschool and school but also between early years and middle school
classes. They have commenced analysis of educational values using the Katzenmeyer and
Moller (2001) Philosophy of Education Inventory to add depth to negotiations about
pedagogiccontinuity between thesectors in order to smooth transition processes.

The teachers are concerned that their initial focus on transition from the preschool may not
have given enough support to children who enter school with no orientation to school culture.
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Expectations of ability to manage pencil and paper tasks, lengthy seatwork, whole class
sessions and classroom routines may be unrealistic, requiring adjustments to pedagogy. In the
past, immature or physically active children were re-located to the preschool from the early
years class because of their inability to cope, but the teachers now prefer to make their own
classroom adjustments as they re-construct earlier notions of readiness in terms of school
preparedness. Teachers' resistance to re-organisation of their room or use of classroom play
contrasts with their willingness to visit the preschool outdoor area suggestinga philosophical
positioning or construction of play-based pedagogy which requires further investigation.

The cultural appropriateness of the curriculum, continuity of experience between home and
school, literacy in English as a second language and learning the "culture of testing" prior to
systemic assessments are issues on which the teachers are starting to focus. The teachers are
trying to clarify effective ways for indigenous teacher aides' work in the room, to develop
partnerships between elders and the school and to modify their Mum literacies program
(Fleer & Williams-Kennedy, 2002). However, there are distinct groups within the local
indigenous community, which may make involvement of parents or elders in the classroom
problematical. There is also limited knowledge of indigenous and socially marginalized
children's prior experience as noted by Raban and Ure (2000) and limited involvement in
school by their parents, some of whom may be imparting fear of school systems to their
children. Efforts to bring these parents into the early years classrooms have had limited
success and require reconsideration as the school addresses issues of community connection.

Theme 2: While the school-wide behaviour management plan has been supportive in
dealing with the serious social issues some children bring to school, the teachers expressed
concerns around the limits of their professional responsibility and expertise. The re­
definition of some concerns as social learning issues, rather than child or family deficits or
inability to meet fixed teacher expectations as commented upon by Margetts (2000) has
enabled primary staff to incorporate behaviour planning as an integral part of their teaching
rather than as an additional responsibility. They are putting in place social learning strategies
around issues of self-regulation and resilience, but as some children have other challenges
(e.g, autistic spectmm disorder), transition processes for early intervention may be relevant.

Lack of a connection of some colleagues' personal philosophies with authoritative
pedagogies and the lack of a school-wide pedagogy are concerns which teachers feel impact
on continuity between sectors within the school as indicated by Andrews and Crowther
(2002). The research teachers have recently completed a formal professional development
course on Productive Pedagogies and have been encouraged to take responsibility of
development of their colleagues at the school. Although they are in a mature maintenance
phase of professional development (Katzenmeyer & Moller, 2001) and have sufficiently
increased sense of competence to request minor organisational adjustments they arecautious
about pedagogic leadership roles in facilitating school-wide change.

Theme 3: While researcher provision of resource materials and ideas was initially depended
upon by the staff, the facilitation strategies of challenging teacher ideas or beliefs and
naming then discussing emerging issues have been more profitable in promoting change
including a shift in understanding of critical reflection. The process is shown in Figure 1.
This strategy, which added to the intellectualisation of the teachers work by taking narratives
of practice to a "pedagogic issues" level, has been a key contributor to teachers' confidence
in modifying pedagogy effectively and requesting school changes (e.g. aide time).
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reflect
and plan

change
practices

FIGURE 1: CHANGING PRACTICES THROUGH FACILITATION

Interactional Model of Transition
Connections between the three themes in this study, as shown in Figure 2, suggest that a
model indicating interactions between pedagogic and school system factors may offer a
richer explanation of transition than single constructs, Two of the emerging themes ­
pedagogiccontinuity and school organisation - appeared to impact on teachers' confidence
and sense of effectiveness in modifying their pedagogy for diverse learuers at a classroom
level The third theme - the professional development change process - appeared to
underpin the teachers' capacity for attempting pedagogic and organisational change, their
sense of effectiveness at a junior school and whole school level and their increasing self
confidence around issues of transition into and within the school.

teacher self
confidence and
effectiveness

effective
transition

FIGURE 2: INTERACTIONAL MODEL OF EMERGING THEMES IN TRANSITION

Teachers' sense of support and empowerment in influencing organisation and pedagogyat a
whole school system level appeared to be a significant factor affecting implementation of
practices they would prefer, such as multi-age approaches, a broader transition program,
Murri literacy programs and more effective connection with parents and the commnnity.

CONCLUSION

While two primary teachers have based changes to transition programs within the early years
of this school on action research, external facilitation has supported modification of teaching
practices. The key issues the teachers defined as impacting on effective transition into school
have been the connection between classroom culture and practices and children's
backgrounds, teachers' shared pedagogy and constraints within the school system itself. The
initial focus on transition between the preschool and school and incorporation of multi-age
classroom approaches has gradually extended to an awareness of the wider school
environment and a concern for accommodating children's prior experience. The areas on
which the teachers are now focnssing are changes to their own pedagogy, continuity of
children's experience and improving connection with the wider school and community
context. Areas which require further investigation are whole school processes, notions of
play-based pedagogy in schools, continuity of pedagogy for diverse learuers and
philosophical orientations of teachers in preschools and schools.
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