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ABSTRACT 

This study was undertaken to weigh the effects of the 

continuous enrolment policy followed by government 

schools in the Australia Capital Territory in the 

transition from preschool to primary school. 

The study focuses upon twenty-four children from 

Canberra preschools as they moved to three government 

primary schools and one Catholic single-entry primary 

school. A range of data was collected during the 1982 

and 1983 school years in the preschool setting prior to 

primary school entry. This was followed by a similar 

data collection in the primary schools when the children 

moved on. 

Through observations of classroom practice, observations 

of the children, portfolios of children's work, and 

interviews with parents and teachers, the researcher 

attempted to gauge the effects of the continuous 

enrolment policy on each of the children in the study 

and then weigh the successes and difficulties of the 

policy. 

The author assumed 

continuous enrolment 

treated in batches 

that the educational point of a 

policy is that children are not 

but rather as individuals whose 
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educational progress can be picked up in primary school 

at the level of development that the particular child 

has reached at the end of preschool. A number of 

criteria were identified which would provide evidence 

that this individualised transition was being undertaken 

between preschools and primary schools. 

Data were collected in the light of these criteria. An 

attempt was made to identify the reasons why there was 

often a gap between individualised theory and batch 

practice and to put forward some suggestions as to how 

the policy might be implemented more effectively. 

Teachers wish to deliver effective programmes for each 

child but are sometimes hampered by internal and 

external constraints. They often do not have the 

necessary skills or resources to change their strategies 

to take account of the changed policy. 

This study attempted to assess the efficacy of the 

policy and to identify its impact on particular children 

and teachers. It puts forward a number of reasons for 

certain practices and makes suggestions for changes 

which may assist teachers to provide better programmes 

for all the children entrusted to them. 
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CHAPTER 1 

INTRODUCTION: 

BACKGROUND: 

This field study is an attempt to examine and to reflect 

upon what actually happens in the transition from 

preschool to primary school in the A.C.T. in the light 

of "the continuous enrolment policy". Its purposes are 

to gauge what effects, if any, the policy has on 

children. parents and teachers in both preschools and 

primary schools and to argue a case for why the effects 

are as they are. 

THE A.C.T. EDUCATION SYSTEM: 

Within the Australian Capital Territory, government 

schools are administered by the A.C.T. Schools 

Authority, a decision-making body with ministerial 

appointees and representatives of parents, teachers and 

the former A.C.T. House of Assembly. The Schools 

Authority is in turn responsible to the Federal Minister 

for Education. 

The provision of schooling in the A.C.T. covers a 

preschool system for 4 to 5 year olds, a primary school 

system for 5 - 12 year olds, high schools for 12 - 16 

year olds, and secondary colleges for 16 - 18 year olds. 

Schooling is compulsory for 6 - 15 year olds. Government 

schools are staffed by teachers employed by the 
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Commonwealth Teaching Service with ancillary staff 

employed under Australian Public Service conditions. 

In October 1973 the Interim Schools Authority took over 

responsibility for staffing A.C.T. schools from the New 

South Wales Education Department. Until that time the 

enrolment policy for A.C.T. schools was the same as that 

operating in New South Wales, in that children who were 

aged at least four years and nine months commenced 

primary schooling in February and those who would turn 

five by 1 August could enrol at the beginning of second 

term in May. It should be noted that in New South Wales, 

preschool education was not available in the public 

school system and those who wished their children to 

attend preschools were often not able to have their 

children placed due to the high costs of the services 

and the lack of sufficient places in centres. 

As early as 1967 in the A.C.T. there had been 

dissatisfaction stated with some aspects of New South 

Wales Education Department staffing policies and, as a 

result of a public meeting held in Canberra, a committee 

under the chairmanship of Or. George Currie was formed. 

This committee. after independent inquiry, recommended 

that an autonomous education system be established in 

the A.C.T. to be responsible for government schooling. 

A further inquiry under the chairmanship of Mr. Phillip 

Hughes was instigated by the new Labor Government of 

1972. It resulted in an ordinance establishing an A.C.T. 
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Schools Authority responsible for pre. primary and 

secondary schools. <Currie, G.A., 1967; Hughes. P. and 

Mulford. W .. 1978) 

PRIMARY SCHOOL ENROLMENT POLICY: 

In 1973, under the direction of the Minister for 

Education, Mr. Kim Beazley, the Commonwealth Department 

of Education prepared material which included 

recommendations as to the form which the proposed 

Schools Authority should take and the responsibilities 

for which it should be accountable. One of the issues 

considered separately was enrolment policy. 

Following the circulation of this material to interested 

groups, a number of submissions were received related to 

primary school enrolment policy and the degree of 

integration which should exist between preschools and 

primary schools. 

One of these submissions was presented as early as 18 

April 1973 by the Infant Mistresses' Association and its 

main recommendation was that there should be one intake 

of children at the beginning of the school year and that 

the criterion for enrolment was that the child should 

be five by 1 May of that year. 

A Priority agenda item at the first meeting of the 

Council of the A.C.T. Schools Authority on 10 October 

1973 was 0 Early childhood education including enrolment 
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policy in the infant grades". An early childhood 

education committee was formed and submissions were 

invited from interested groups. The committee made 

recommendations to the Authority and as a result a 

working party under the chairmanship of Dr.J.R.Clough, 

an early childhood education lecturer at the Canberra 

College of Advanced Education, was set up to examine the 

material which had been received, to synthesize such 

material, to review it in the light of research and to 

prepare a report for the Schools Authority . This report 

was presented over a year later in 1974. 

BY this time the Junior Primary Association (the former 

Infant Mistresses' Association> was advocating a 

continuous entry policy, that is , children commencing 

school as they turned five years of age . (A.C.T. Schools 

Authority File 78/1344) 

The main recommendations of the Clough report were: 

"1. That there be one intake into primary schools 
and that all entering children be five years by 30 
April 

2. That pre-school enrolment procedures be varied 
so that all children who desire have access to one 
year of pre-schooling. 

3. That pre-schools and primary schools be advised 
that one form of readiness testing should be used 
to select children for entry into primary school . 

4. That the minister be advised that there be an 
immediate public statement to this effect." 
(Clough, J.R., 1975) 
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The Clough report was received by the Authority but 

there was concern expressed that to reduce two intakes 

to one might be seen by some as a retraction of 

educational access. The raising of the school entry age 

was also seen by some to be conservative and 

retrogressive and, indeed, some groups <e.Q.migrants> 

might be disadvantaged further. One leading educator. 

Dr. Bill Donovan who at that time was head of the 

Research and Evaluation section of the A.C.T. Schools 

Authority, suggested that the autonomy of schools which 

had been a fundamental tenet in the operation of· A.C.T. 

schools was being challenged by the imposition of having 

to seek approval before variations of basic 

recommendations could be made. <Donovan, W., 1978, p.3> 

Nevertheless the Authority submitted Dr. Clough's 

recommendations to Mr. Beazley then Minister for 

Education. 

Mr. Beazley, however, did not act upon them. Rather, he 

sought clarification of the educational and 

organizational benefits of any changes in enrolment 

policy. 

Mr. Beazley's reaction can be seen as related to 

political rather than educational considerations. 

Whilst educators might not view primary schools as 

childminding institutions, the Federal Government had a 

stated policy commitment to the right of women to pursue 

paid employment. An enrolment policy which excluded one 
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quarter of the expected enrollees from Primary school 

entry for two thirds of a year (the former May entry 

group) would be sure to cause concern to women who were 

wishing to return to work or study. In view of the fact 

that the Labor government was increasingly beleaguered 

on women's issues and that it was International Women's 

Year (1975) it is not surprising that the Minister for 

Education wished to avoid risking public displeasure on 

the enrolment issue. The Minister for Education has 

always been subject to quick and vociferous response 

from A.C.T. residents when policy changes are not to 

their liking. 

The Authority's response to the Minister's concern was 

to decide that there would be no change for 1976 but to 

reopen the question of enrolment policy. It referred 

the matter back to its General Purposes Standing 

Committee which dealt with material which was not 

clearly the responsibility of any of the other five 

standing committees of the Authority. 

This committee had as its chairman Mr. Fred Jones 

<Senior Consultant of the Schools Office and a secondary 

principal), who indicated that this was the first 

"educational issue his committee had been as~ed to 

consider".(Oiscussion with Mr. Jones, March, 1983> 
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The committee was to make recommendations on the 

following: 

1. The minimum age when a child will be enrolled in 

school; and 

2. The timing of entry in relation to the academic 

year. 

The committee. comprising personnel from pre- and 

primary schools, a lecturer from the Canberra College of 

Advanced Education and senior Schools' Office personnel, 

made the following recommendations quoted here verbatim: 

"A. 1. A child may not be enrolled in the primary 
school before reaching the age of five years. 

2. A child must be enrolled in the primary 
school by the age of six years, unless it can 
be shown that an alternative programme of at 
least comparable quality is being provided for 
the child. The onus of proof that this 
condition is met rests with the parent or 
guardian and a certificate of exemption from 
primary school enrolmeni must be obtained 
from the Chief Education Officer. subject to 
delegation of authority by the Department of 
Education to the Chief Education Officer . 

3. The principal may defer enrolment of a 
child pending a decision by the Chief Education 
Officer if: 

in the case of a child under the statutory starting 
age the school has, in the opinion of the principal 
reached full capacity; 

the child has a disability or an exceptional 
characteristic which might constitute a risk to the 
child itself while in the school; special schools 
are provided in the A.C.T. for such cases. 

In these cases the above conditions will not 
necessarily apply. 
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B. The school year will be regarded for purposes 
of identifying entry dates, as consisting of two 
equal parts. One period will be January to June. 
The other period will be July to December. Given 
the constraints of recommendation A, children will 
be enrolled during each of these periods. 
Individual schools will be free to determine on 
what date(s) in each period, enrolments will be 
accepted. 

C. The implications for school organisation, 
teaching practice and staffing should be examined 
before full implementation in 1978. We therefore 
recommend that a number of pilot schools should be 
identified early in term 3 1976 to trial different 
enrolment policies. 

0. A program of inservice training for teachers, 
seminars of Board chairpersons and ·Principals, and 
an information service for parents should be 
implemented in term 3 1976 for Pilot schools and 
their communities. 

E. Regular and frequent interaction between the 
Primary school and its feeder preschools should be 
developed by the means proposed in the report of 
the Preschool/Primary School Liaison Working Party. 

F. The Committee sees the following implications 
for staffing: 

(a) In schools where kindergarten enrolment would 
necessitate the formation of the complete class(es) 
in July, the teacher(s) taking these children 
should be appointed at the beginning of Term 1. 
This would allow any school to practice continuous 
enrolment throughout the first half-year if it so 
desire. 

(b) Schools wishing to practice continuous 
enrolment during the second half-year should make a 
written submission to the Authority by a given date 
justifying their enrolment procedures. The 
staffing formula should be modified to provide an 
additional teacher in these circumstances. 

Smaller schools which have only one kindergarten 
class in a given year are, under the new proposal, 
asked to maintain two discrete groups. It is 
recognised that with the limited internal resources 
for deploying teachers, such schools should be 
allocated an additional teacher within t he 
application of the staffing formula. 
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The Committee recommends that the Authority should 
introduce changes to current practice according to 
the following timetable: 

(i) Prepare pamphlet/book for general distribution. 
September 13, 1976. 

(ii) Identify Pilot schools which, With the full 
agreement of the Board, will implement 
recommendations A and Bin 1977. 

(iii) Seminars for principals and Board 
chairpersons of the Pilot schools - early October 
1976. 

Civ> Inservice courses for preschool/primary 
teachers of Pilot schools - late October 1976. 

<v> Feedback from Pilot schools by the end of term 
2, 1977. 

<vi> Community and teacher education programmes as 
outlined in (iii) and (iv> above throughout 1977. 

<vii) System wide implementation in 1978. (Jones, 
F. , 1976 >" 

The Interim A.C.T. Schools Authority in accepting these 

recommendations imposed two conditions: 

Ca) That a pilot project be set up in 1977 to trial and 

evaluate the new entry age policy. 

(b> That the pilot project operate in such a way as to 

impose no new or extra financial commitment on the part 

of the Interim Authority, <See Evaluation Report 1978, 

p.4-6) 

Copies of this report were circulated to each preschool 

with an invitation to join the pilot scheme. Twelve 

schools were chosen to join the scheme with varying 

suggested enrolment policies. Representatives of 

schools who had applied to join the Pilot project met 
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with Schools' Office personnel on 19 October 1976. A 

second meeting for primary principals, 

consultants and Board chairpersons was 

preschool 

held on 9 

November 1976 and one inservice session for classroom 

teachers on 18 and 19 November 1976 CA.C.T. Schools 

Authority File 77/312). Schools involved in the pilot 

projects and parents of pupils involved were notified of 

expected changes. 

A committee was established under the chairmanship of 

Dr. Bill Donovan of the Evaluation Section with three 

other persons from the Schools Authority, Dr. Clough 

from the C.C.A.E. and Miss Joan Fry, Early Childhood 

Advisor in the Commonwealth Department of Education. 

This committee was to supervise and evaluate the new 

entry age policy as tested in the Pilot projects. 

During the Pilot project those staff involved took part 

in an inservice course where they shared their concerns 

regarding the Pilot schemes. 

At the end of the Pilot scheme each school involved was 

asked to evaluate its experience. The result was 

perhaps predictable. The four primary schools which had 

Piloted continuous entry provided data which would 

suggest that this was the best enrolment Policy, the 

four schools with monthly intakes provided data 

supporting monthly intakes while the four schools 

testing two intakes supported two intakes. Having 
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trialled particular enrolment procedures all of the 

schools believed that the procedure they had trialled 

was in fact the most appropriate as a future enrolment 

policy and would ensure the most effective learning 

environment for kindergarten children. Parents 

supported those recommendations put forward by the 

particular school their child attended. The only point 

on which all agreed was that children should be at least 

five on entry into primary school. 

The evaluation produced a well-researched document based 

on the data collected and made a number of 

recommendations <see Appendix 1). Although all Pilot 

schools were happy with their enrolment Procedures, the 

Evaluation Committee responded to the Schools Authority 

which had requested only one enrolment policy for the 

A.C.T. system. The committee recommended a continuous 

enrolment policy. The committee argued that the choice 

of an enrolment policy should be made on the educational 

grounds that children develop at different rates and 

that good teachers should and can programme in a way 

which treats children as individuals and facilitates 

individual development. A continuous enrolment policy 

would foster co-operation between preschools and primary 

schools so that children's learning might be continuous. 

It might also be argued that the acceptance of this 

method of enrolment would encourage teachers to adopt a 

form 

match 

of individualised instruction thereby 

between the teaching/learning 

creating a 

process. <See 

, 1 



Evaluation Report, 1978) 

Within the committee's recommendations was a 

that there be sufficient staffing, material 

and professional support to ensure that those 

suggestion 

resources 

required 

to implement a continuous enrolment policy be assured of 

adequate support. 

When this report was presented to the Schools Authority 

it was unwilling, contrary to an earlier commitment, to 

make a mandatory policy for entry to Government schools. 

It seems that the A.C.T. Teachers' Federation 

representative unexpectedly opposed a mandatory policy. 

The Authority was also aware that schools which had 

trialled semester enrolment were very committed to this 

form of entry and had a great deal of parent support. 

After much discussion the Authority issued "guidelines" 

for 1979 which stated that schools must not enrol 

children before their fifth birthday and that they must 

have at least two enrolments catering for children who 

turned five by 30 June. Those schools which wished to 

have continuous enrolment could enrol children weekly, 

or monthly, or in other ways, provided the child was 

five. These guidelines effectively allowed schools to 

pursue either continuous or semester enrolment. It 

should be noted that schools generally interpreted the 

idea of continuous enrolment as only applying till the 

middle of the school year and in fact the policy has 

subsequently been implemented in this manner. 
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This practice would probably have continued had it not 

been for 

external. 

two important factors: one internal, 

First. some School Boards wishing to 

one 

have 

continuous entry could not get agreement from the parent 

body of the local preschool. The preschool, in effect, 

refused to send children through on a continuous basis. 

This forced the Authority to finally move towards the 

spirit of the original guidelines and from 1980 insist 

upon co-operation by preschools with primary school 

wishes. School Boards were able to define their own 

entry policy and to notify preschools of their intent in 

good time <one semester prior to implementation>. <For 

full details of staffing issues see Report of C.T.S. 

Staffing Resources Review, 1984 and Primary Children in 

the A.C.T., 1980) 

Second. the Public Service Board brought down staff 

ceiling guidelines indicating that only schools which 

were pursuing continuous enrolment policies would 

attract their total staff complement in February. 

Schools which wished to follow semester enrolment 

policies would have to take their chances in attracting 

suitable staff mid-year.(See C.T.S. Staffing Resources 

Review p.24) 

Obviously there were advantages to schools in having an 

extra staff member from February. A teacher retained 

from February to receive children in small numbers until 

July allows for a lower work load for the teacher. This 
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teacher can then be utilised in other functions. 

This option was particularly attractive because primary 

schools have a less than satisfactory staffing formula. 

<See Primary Children in the A.C.T., 1980) It is 

therefore not surprising that the Public Service Board 

ruling made continuous entry appear the better 

alternative. 

By 1982 only two Primary schools were pursuing semester 

entry. By 1983 all A.C.T. government schools were 

pursuing a continuous entry policy. Placing the 

enrolment decision entirely in the hands of primary 

schools and giving them a staffing incentive to prefer 

continuous entry rapidly produced uniform enrolment 

practices across the system. 

PRESCHOOL/PRIMARY SCHOOL RELATIONSHIPS: 

It is relevant to this thesis to make a number of 

personal observations about undercurrents in the 

relationship between preschool and primary school 

teachers in the A.C.T. These observations would receive 

general assent across the system. 

Preschool teachers in the A.C.T. have enjoyed a great 

deal of autonomy. As early as 1975, Mrs. Anne Murray, 

the preschool officer, had visited the South Australian 

Education Department which had introduced a continuous 

entry policy in July 1974. (Education Department, S.A., 
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1978). She then attempted to convince field Personnel 

of the value of a proposed change in entry policy. The 

Schools Authority in its directives UP until 1980, did 

not prevent preschool parent groups having the power 

effectively to veto local School Board decisions to 

change enrolment procedures. This veto option allowed 

preschool field staff to work with preschool parents 

either to support or reject proposed changes. Some 

bitterness was generated as a few preschool committees 

rejected primary School Board proposals. 

As far back as 1972 the Primary Principals' Association 

had mooted that the administrative control of preschools 

be a responsibility of primary principals. As a result 

many preschool staff are rather wary of any proposed 

changes originating in primary schools which dictate 

practice in preschools. This underlying current 

somewhat influences openness to primary school 

initiatives for change. 

As well, preschool personnel are perhaps viewed by some 

other teachers in the education system as being little 

more than child minders and not really involved in the 

educative process. Certainly, preschool personnel are 

often defensive about suggestions regarding educational 

practice. An interesting anomaly exists, however, as 

generally speaking, preschool staff, whilst being of low 

status within the school system, enjoy great parental 

support and prestige in the local community . 
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RATIONALE FOR THIS STUDY: 

It is the stated A.C.T.poliCY, outlined in "The Guiding 

Principles and Aims", which defines the responsibility 

of the Authority, to offer to "all children in the 

Australian Capital Territory an education of the highest 

quality, which will assist every child to develop fully 

as an individual and as a member of the community''. 

This document also indicates that this responsibility 

requires an education system which allows each child to 

avail him or herself of the most appropriate type of 

education best suited to his/her needs. <Interim A.C.T. 

Schools Authority (1973),The Guiding Principles and Aims> 

Similarly, the policy also indicates that schools should 

ensure that a child's developmental level should be the 

basis for deciding appropriate learning environments 

which will assist development towards a variety of 

goals, related to intellectual, physical, creative and 

social-emotional development. This document also makes 

statements which suggest that the school system should 

encourage independence, openness, participation, 

positive discrimination for disadvantaged groups, 

equality of opportunity, etc. The goals of government 

schools and preschools should reflect the policy of the 

Authority. <Interim A.C.T. Schools Authority 

Information Statement No.1, 6/11/1973). 
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Continuous entry is in line with this general Policy. 

As the Research and Evaluation Section of the Schools 

Authority pointed out in its evaluation of contending 

enrolment policies, continuous entry requires that each 

child be treated as an individual whose stage of 

development is not directly related to its being part 

of a cohort. The push for continuous entry as the most 

fitting policy for the A.C.T. had been begun in 1973 and 

had been taken up by other educators as the most 

educationally justifiable enrolment policy. 

However, while the initial push for a continuous 

enrolment policy in the A.C.T. came from educators who 

believed in that policy for educational reasons, the 

decision to pursue continuous entry was precipitated by 

other than educational principles, namely economic and 

political decisions. First, the annual entry policy 

recommended by the Clough report was not accepted by the 

Government because it was seen as potentially unpopular 

with working women. Then the Public Service Board made 

continuous entry attractive bY offering a staff member 

for an extra six months for this policy option only. 

This staffing incentive, rather than educational 

conviction, tipped the balance in many schools. The 

decision came about for reasons which were different 

from those put forward by its initiators. 
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PROFESSIONAL RATIONALE FOR CONTINUOUS ENTRY: 

The rationale put forward by the proponents of 

continuous entry is based on a long history of 

educational writings and research. 

The work done by such early writers as Johann Heinrich 

Pestalozzi (1746-1827> and Friedrich Froebel (1782-1852) 

laid the theoretical and practical foundation for a 

child development framework when planning educational 

programmes. 

Pestalozzi, a Swiss educator, believed that education 

should be based on the natural development of the child. 

Education should cover all aspects of development, 

physical as well as moral and intellectual. He asserted 

that children learned most effectively when they used 

their own senses to discover things for themselves when 

acting on the environment around them. He stated 

and 

"The elementary method limits itself to employ the 
impressions which nature puts at random before the 
child's senses, but extends the natural process 
along definite lines adapted to his (sic) 
capabilities and requirements." <Pestalozzi, J.H., 
1798, quoted in Rusk, R.R., 1926, P.55) 

"The Principle necessitated the subject matter being 
presented at the psychological moment in order, on 
the one hand, not to hold him back if ready, and on 
the other hand not to load him and confuse him with 
anything for which he is not ready," CPestalozzi, 
J.H., quoted in Rusk, p,26> 
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Froebel started the kindergarten <children's garden) 

movement in 1837, and believed that the child developed 

from internal impulses and that the adult should co

operate with this "natural" drive to guide the child as 

these impulses developed. He reasoned that children 

learned by doing things and therefore play could be 

organised to teach as well as to Provide enjoyment. His 

theories influenced teachers to provide materials which 

could be selected by the child to foster development. 

Development was a continuum and should be nurtured and 

fostered by teachers who provided active support for the 

teaching/learning process. He wrote: 

"It is highly important that man 1 s (sic) development 
should proceed continuously from one point, and 
that this continuous progress be seen and even 
guarded .... Human education needs a guide which I 
think I have found in a general law of development 
that rules both in nature and in the intellectual 
world. Without law-abiding guidance, there is no 
free development." (Froebel. F .• quoted in Rusk, 
p,236-238) 

These early educators laid both the theoretical and 

practical foundation for reforms which have been built 

on by subsequent writers. 

A later proponent of encouraging the child to experiment 

with set play materials was the Italian educator Maria 

Montessori ( 1870-1952) . Her method advocated the 

structuring of the learning environment to help children 

to learn how to learn by themselves. The method was 

designed to encourage a positive attitude towards 

learning through success with activities provided to 
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take account of previous learning and developmental 

level. In explaining the Montessori method she wrote : 

"By education, must be understood that active help 
is given to the normal expansion of life of the 
child" ... "It is necessary to offer those exercises 
which correspond to the need of development felt by 
an organism, and if the child's age has carried him 
<sic) past a certain need it is never possible to 
obtain, in its fullness, a development which missed 
its proper moment." <Montessori, M .. 1912, P.104, 
p.358) 

In more recent years the works of Jean Piaget and Susan 

Isaacs have further developed theories of learning which 

have reinforced the view that as children Play, or act 

upon the environment then their learning will develop at 

an individualised rate . Piaget's research, whilst not 

specifically on the education of young children, has 

been used by teachers to assist them to understand how, 

why and when children learn. Although Piaget identified 

the invariant stages through which children pass in 

cognitive development at somewhat varying paces, it has 

been left to others to identify the educational 

implications of his theory. 

According to Piagetian theory, the timing of changes 

from one level of development to the next is to a great 

extent decreed by nature and is therefore related to the 

genetic endowment of all human beings. However, the 

potential for development of this genetic endowment is 

facilitated by the quality of the environment to which 

the child is exposed. Piaget's work indicates that 
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learning should be sequential with attention to problem 

solving. The goal of an education system, therefore, 

according to those who espouse Piagetian theory, is not 

to teach particular facts or concepts but to promote 

optimal development of problem solving skills 

appropriate to the point of cognitive development of the 

particular child. According to Piaget, intelligence is 

always active and constructive and new stimuli are 

equilibrated into the child's intellectual 

structure. <Furth, H.G. & Wachs, H., 1975, p.24) 

Implications of Piagetian theory for teachers relate to 

diagnosis of the current development of the child and 

the offering of activities which allow for further 

advancement to the next stage of development. 

Susan Isaacs used observational methods to create play 

environments for disturbed children in an experimental 

school in Britain in the 1920's. In these carefully 

designed play environments children acted out their 

inner problems so that resolution could occur. Her 

work was used later in preschools and in some 

Progressive schools to provide the theoretical basis for 

the use of play as the appropriate medium for learning 

for young children particularly for healthy emotional 

development. In 1937 Isaacs wrote 

"If we were asked to mention one supreme 
psychological need of the young child, the answer 
would have to be 'play' - the opportunity for free 
play in its various forms. The child needs the 
opportunity for imaginative play, which should be 
free and unhampered by adult rules and regulations; 
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he (sic> will use it to solve problems by magic, to 
create playmates or brothers or sisters for 
companionship, to become a person he has invented, 
or an animal, to dress UP and people his world with 
different characters of fantasy." <Isaacs. S., 1937, 
quoted in Deasey, D., 1978, Pl45) 

The foregoing selections of ideas about natural 

development, about providing an enriched environment 

which matches the child's need and about play have 

provided the basis for preschool practice. (See also 

Bee, H., 1981 and Hohmann, M. et al .. 1·979), 

Whilst preschool programmes have not been available to 

most children until recently, when there has been an 

expansion of provision of these programmes, the 

practitioners have maintained programmes which have been 

compatible with the theoretical principles on which they 

were based. <For a history of the provision of 

kindergartens see Spearritt, P., 1979 and Commonwealth 

Department of Education Review .of Policy anc1 Practice. 

1981) Each child is treated as an individual with 

his/her own pattern of development and given access to 

materials and equipment to work with in his/her own 

method and style. (See the Goals of A.C.T. Preschool 

Education, (1979> for an example of this focus>. 

A great ·deal of early educational writing for primary 

school practice was not at variance with that espoused 

by the kindergarten movement. The following quotations 

from texts used in the training of teachers early this 

century indicate that the kindergarten movement strongly 
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influenced what infants' teachers were taught. 

"The first step in effective teaching is. then, to 
take the pupils into working partnership in the 
process. to let them see as far as they can why 
they should try to learn this or that. Of course. 
it is not meant that the teacher should put before 
his (sic} pupils an abstract statement of the 
beneficial results he hopes and expects his 
teaching to have .... This is not so hard as it would 
be were the children not. as a rule. keen to learn 
how to do what others do, and to understand what is 
understood by those around them." (Welton, J.,1906. 
p.53) 

and at a similar time 

"Two long standing heresies in the matter of school 
procedure are in this way being gradually overcome 
and are becoming things of the past. One is that 
the teacher needs to pose before his <sic> class as 
omniscient. The other is that the life of the 
classroom and the lessons that are given are mainly 
the teacher's business. In all candor, they are 
not. They are mainly the children's business .... So 
far from taking the main burden on ourselves. the 
most successful method in teaching is that which 
gives the child the fullest opportunity of 
participation .... begin at the boy's end."(Mark. T .. 
1904, p,55} 

An influential American writer, John Dewey, early this 

century also spread the notion that the young child 

should in many ways direct his/her own learning. His 

laboratory school in Chicago influenced many attempts to 

change primary school practice across the western world. 

<Dewey, J .• Child and School , 1906 and Dewey, J., 

Experience and Education, 1938) 

More recent writings directed towards those involved in 

primary education have been based on similar principle~ 

to those outlined by Piaget and stress critical aspects 

of the curriculum being based on indiviqual development 
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and appropriateness of content. <See Dearden, R. F., 

1968, and Furth, H.G. & Wachs, H., 1975) 

Thus there has been a movement to re-channel early 

primary education into the tradition and method of the 

kindergarten movement. A great number of "how to" books 

have been published in recent years to interpret 

Piagetian theory for primary school practice and to 

assist teachers in programming for individual children. 

<See for example, McNallY, D.W., 1973}. Although other 

publications identify different aspects of learning and 

development not examined by Piaget there is one unifying 

theme and that is that each child is different and 

therefore the teaching/learning prqcess will of 

necessity be different for each child. Teachers in the 

primary schools are exhorted to take account of these 

individual differences when planning and implementing 

the curriculum. (Murray Thomas, R., 1979, passim) 

In reality , however, much practice, historically has 

been derived from State Education Departments' concern 

to ensure that set standards would be met by all 

"graduates" from primary schools. These standards have 

often had little to do with the development of curricula 

and procedures related to each child's individual 

development but more to do with observable common 

results in numeracy and literacy. In order to ensure 

the development of these skills primary schools have 

often developed models of teaching which could be called 
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"instructional models". ( For an analysis of the 

priorities for primary education in the twentieth 

century see Connell, W.F . , 1980 , passim> 

Whilst much of the current rhetoric for Primary 

education is similar to that underpinning preschool 

practice , those advocating schooling based on individual 

development have been up against a more utilitarian 

tradition . The concerns of primary schools have 

generally been related to the need for a literate and 

numerate population and the tradition has been to put 

batches of children through prespecified group 

curricula. (Barcan, A., 1980, p,7-23) 

The push for universal primary education gained momentum 

in Australia in the mid-nineteenth century and 

culminated in the Education Acts between 1867 and 1885. 

Primary education was to be "free, compulsory and 

universal" and had the curriculum goals of the three 

R's, reading, writing and arithmetic. The content has 

been clearly defined in terms of skills the students 

were expected to acquire and values which students 

been encouraged to incorporate. CBarcan, A., 

P.130-152 and Cole , P., 1932 , passim> 

have 

1980, 

This instructional tradition also became strongly 

embedded in Catholic schools. While Catholic education 

in the primary school has been based on the first 

principle that all knowledge for Catholics has had to be 
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based on the Catholic faith, the secular content of 

primary education was strongly influenced by the "batch" 

tradition in State schools. Because the Catholic 

education system has been plagued by scarce resources 

until recent times the priorities have remained 

religious education and basic skills. <Tannock, P.,1975) 

The notion of school readiness is a concession to the 

primary school instructional tradition in that it 

implies that primary schools have a set curriculum for 

which a child must be "ready" before he/she should be 

allowed to enter. In other words. teachers will not 

adjust their teaching to suit the child's development 

and competence. rather the child must be ready to adapt 

to the set instruction of the primary teacher. A number 

of set "tests" have been developed to ascertain whether 

children are "ready" to enter primary schools. 

<Narrabundah Early Childhood Education Centre (1986) and 

Australian Council for Educational Research - Undated> 

The age of five for the transition from preschool to 

primary school has often been seen as the break between 

one method of teaching and another. with practitioners 

in preschools and primary school assuming their roles to 

be different. <See Renwick, M., 1984 and Plummer, 

S., 1983) Even without the perception of a break between 

one institution and another the age of five is a fairly 

arbitrary choice with little validity in terms of child 

development and accepted methods of instruction. <See 

26 



Delemos, M., 1981 and Butterworth, 0. & Constable, E., 

1982). For those who believe that teachers should adapt 

to each child, the important consideration in deciding 

on a point of entry to primary school is "fairness" to 

parents. Hence enrolment is on a set birth date, not 

according to "readiness". 

Within the developmental tradition each child would move 

through sequentially relevant activities and learning 

and therefore the time for transition to primary school 

is largely irrelevant: it is the primary teacher's task 

to take that child on from the learning point reached in 

preschool, whatever that point might be. The school 

adjusts to the child, not vice versa. <See Lambert, B., 

1984, Education Department of South Australia, 1983 and 

Tate, A., 1983) 

In sum, although both preschool and primary teachers can 

articulate similar 

often very different. 

theoretical bases the practice is 

The model followed by preschools 

is in practice related to the development of the child 

in an environment which allows a great deal of freedom 

in the setting of objectives and the methodology by 

which the curriculum can be implemented. 

Continuous enrolment policy is related to the 

kindergarten movement tradition based on the educational 

argument which assumes that individualised instruction 

can and will be implemented. Whether or not continuous 

policies are successful will therefore relate to how 
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deeply primary teachers remain within the instructional 

model, attempting to put children in batches through a 

set curriculum, and how far the developmental model has 

come to be the basis for primary school practice. 

AIMS OF THE STUDY: 

It is important to make educational judgments about the 

effects of all educational decisions which impact on 

classroom environments. One can justifiably argue that 

it is particularly important to make these judgments 

when decisions are made from mixed motives as was the 

case with the move to continuous entry policies in the 

A.C.T. 

Educators need to ascertain whether or not the 

continuous enrolment decision is having positive or 

negative impacts. There are likely to be impacts on 

teachers who implement the policy, the children, and the 

communities which preschools and primary schools serve. 

The purpose of this thesis is to evaluate the outcomes 

of the continuous enrolment policy in ensuring effective 

teaching/learning environments for children. In 

particular it will judge the impact in relation to 

individualised instruction based on each child ' s 

developmental level and previous learning, the major 

educational argument for the policy. 
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It has been possible to undertake this study on a 

somewhat comparative basis since the Catholic education 

system in the A.C.T. follows a single entry policy. All 

children attend government preschools and then are 

enrolled in Catholic schools which have a single entry 

or in government schools with a continuous entry policy. 

The study will attempt to discuss the following four 

important questions which arise from the change to a 

continuous entry policy in government schools: 

1. What is current classroom practice in the A.C.T. 

and does it differ according to enrolment policy? 

2. The justification for continuous enrolment rests on 

an assumption that teachers can and do individualise 

instruction. Does this happen? Is this a realistic 

assumption? 

3. What are the internal and external constraints which 

an enrolment policy needs to take into account? 

4. Is there evidence that one type of enrolment policy 

results in better learning outcomes? 

The study uses qualitative techniques to weigh the 

effects of enrolment policy on the teaching/learning 

process. These include observations of preschool and 

primary classroom practice, interviews with parents and 

teachers, and as a curriculum "sample", an assessment of 

progress in the reading programme. 
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CHAPTER 2 

METHODOLOGY: 

The following methodology was designed to address the 

four questions listed at the end of Chapter 1, namely: 

1. What is current classroom practice and does it 

differ according to enrolment policy? 

2. The Justification for continuous enrolment rests 

on an assumption that teachers can and do 

individualise instruction. Does this happen? Is 

this a realistic assumption? 

3. What are the internal and external constraints 

which an enrolment· policy needs to take into 

account? 

4. Is there evidence that one type of enrolment 

policy results in better learning outcomes? 

GENERAL METHODOLOGY: 

The questions asked required that classrooms be observed 

carefully and that there be some attempt to gauge 

outcomes . In a research project of Thesis type 2 size, 

careful observation across a large enough number of 

schools to enable a statistical comparison was not 

possible. Besides, in the A.C.T., the comparison has to 
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be made between the outcomes for children moving from 

preschool to Catholic systemic schools (on a single 

entry policy) and children moving from preschool to 

government primary schools (all on a continuous 

enrolment Policy), thus potentially confusing policy 

outcomes with other possible differences between 

systems. 

It was decided, therefore, to try an in-depth study of a 

group of preschools and schools in a small area of 

Canberra with a fairly typical cross-section of 

Canberra's population. 

A sample of students known to be going on to government 

and Catholic primary schools was chosen and the children 

were assessed in the preschool setting and then followed 

through in the primary school setting for twelve months. 

"Better schooling outcomes" was defined as "better" for 

children even though it was understood that when better 

schooling outcomes accrue for children then there are 

likely to be better outcomes for teachers and parents. 

The following techniques were used to gather the data to 

answer the questions listed above: 

A. Observation of classrooms - preschool and first 

year in primary school (named kindergarten in 

A.C.T. schools> 
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B. Observation of specific children in a chosen sample 

in both settings. 

C. Interviews with teachers in both settings. 

D. Interviews with parents during the preschool period 

and again after some months in primary school. 

E. Assessment of students' work (products> in both 

settings. 

F. Assessment of progress in reading as an area in 

which the child's individual development was 

particularly evident and relevant to continuous 

entry. 

The data collection was based on the methods outlined in 

Kemp, M., (1987), Groundwater-Smith, S.and Nicoll, V. , 

(1980}, Irwin, 0.M. and Bushnell, M.M., (1980), Cohen, 

D.H., (1978) and Boehm, E.A. and Weinberg, R.A., (1977). 

The first of the two basic questions in this study 

(listed at the beginning of this chapter> were empirical 

questions and the data collected were designed to 

address these questions directly. 

The first of these questions (whether classroom practice 

differed according to enrolment policy) required data 

based on observations of the classrooms concerned as a 

primary source backed up with evidence from interviews 

with teachers and analysis of teachers' workbooks. 
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The second question is the key empirical question 

because it asks whether the practices which would 

justify continuous entry are in fact undertaken. The 

literature suggests (See Lambert, 8., 1987, Renwick, M., 

1984, Education Department of South Australia, 1983 and 

1978 and Butterworth, D. and Constable, E., 1982> that 

observable evidence of these practices would be those 

practices listed below. 

1. Were introductory school visits from 

preschool to Primary school undertaken to ensure a 

smooth transition on entry to primary school? 

2. Were discussions held between preschool and 

primary school teachers on each child's development 

and previous learning? 

3. Was there any testing done on arrival at primary 

school to ensure that appropriate programmes were 

tailored for each child's level of development? 

4. Was there any evidence that primary teachers 

took account of previous learning? 

5. Did primary schools use instructional methods 

which would facilitate individual or small group 

teaching based on the foregoing? 

6. Was there continuity of parental involvement and 

feedback? 
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The critical aim in an effective continuous enrolment 

policy is the delivery of programmes based on planning 

for each child's further development. In making a 

commitment to continuous enrolment as an entry policy 

there is an implicit assumption that the basis for 

planning will be the child's individual developmental 

level and achieved competency. 

To plan for individual children entering primary school 

there are a number of procedures which could be used to 

provide the teacher with the data for effective 

programming. The six questions above address whether the 

teache~ used or availed herself of these procedures. 

The third and fourth questions listed at the beginning 

of this section are not easy to answer with empirical 

data but will be addressed in the ensuing argument and 

discussion. 

SAMPLE: 

Three preschool and four kindergarten classrooms were 

chosen for study. The three preschools were in the 

catchment areas of three government primary schools all 

of which had continuous enrolment policies <children 

commencing primary school as they turned five up unt i l 

the middle of July). Children who turned five after 

that time commenced at the start of the following school 

year . They were also in the catchment area of a 
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Catholic school with a single entry policy, children 

aged four years nine months and above entering school at 

the beginning of the school year. The three preschools 

were in suburbs with residents of differing socio

economic status and were fairly representative of the 

Canberra population. (Australian Bureau of Statistics , 

1980) 

Twenty-four individual case studies were undertaken. At 

the beginning of the study all twenty-four children were 

in the three preschools, eight in each . Eighteen of 

these (six from each) planned to enter the three A.C.T. 

government schools either during February 1983 or during 

subsequent months up to July, according to their birth 

dates. The other six children, two from each preschool, 

planned to enter the Catholic school which serves the 

same geographic area. These children ranged from 4 

years and 9 months to 5 years and 7 months at the time 

they commenced primary school. This school had a single 

entry policy and children had to be aged at least 4 

years and 9 months at the commencement of the school 

year. Observation of children going on to this school 

provided a point of comparison. Children who were 

enrolled at this school had to be baptised members of 

the Church which maintained the school. The school had 

both lay and religious personnel as teaching staff. 

Equal numbers of boys and girls were sampled in each 

preschool. <See diagram p.36) 

35 



STUDY ON ENROLMEN T POLICY - 1903 
STUDENTS 

PRESCHOOL 
SUBUAB 

~ . A 

B STUDENTS 

PRESCHOOL 
SUBURB 

~ B 
B STUDEN TS 

PRESCHOOL 
SUBUAB 

C 
B STUDEN TS 

FEBRUARY 
INTAKE 

~-i 2 STUDENTS 
FROM EACH 

OF 
A,B& C 

FEBRUARY INTAKE 
GOVE'"'NMEN T DONALD C18/8?/7?) 

'"' ELISE (18/81/78) 
SCHOOL 

A 

6 STUDENTS 

MAY INTAKE 
MANDY 
TESS 

JULY INTAKE 

(12/85/78) 
(19/ 85/78) 

DAVID (87/ 86/ 78) 
~-------TAMMY (23/ 86/78) 

..---- ------, FEBRUARY INTAKE 
ALISON <29/18/ 7?) 

GOVERNM EN T NEALE C13/81178> 
SCHOOL 

B 
NAY INTAKE 
TRAN (85/85/ 78) 
STEVEN (88/85/78) 

6 STUDEN TS JULY INT.AKE 
ANNETTE (8?/86/78) 

~------- SAM (14/ 86/78) 

,-------- ----, FEBRUARY INTAKE 
CELIA (88/97/77) 

GOVEAN MEN T SIMON <22112/7?> 
SCHOOL 

C 
6 STUDEN TS 

~------~ 

CATHOLIC 
SCHOOL 

D 
6 STUDEN TS 

36 

MAY INTAKE 
BEVERLY 
PETER 

JULY INTAKE 

(88/ 94/ 78 ) 
(24/ 84/78) 

EMMA (22/86/ 78) 
NERIDA (83/ 87/78) 

FEBBUABY INTAKE 
A BRIAN (85/ 12/77) 

LAURA (28/ 86/77> 

B GLORIA 
ANDREW 

(28/ 86/77) 
(31 / 81/78) 

C CATHERIN£ (83/18/77) 
SAM (18/82/78) 



DATA COLLECTION PROCESS: 

As a means of assessing classroom practice at preschool 

and primary school:-

The written goals of each preschool and primary 

school were examined. 

Observations and examinations of classroom practice 

were undertaken. 

Interviews with teachers were undertaken to 

ascertain the strategies used to integrate new 

enrollees into current classroom practices. 

The preschool/primary school visiting programme was 

observed or identified in the preschools and the 

primary schools where such programmes operated, to 

ascertain whether such programmes facilitated a 

smoother transition between preschool and primary 

school. 

Evidence was gathered to ascertain whether 

information was shared between preschool and 

primary school staff and parents on individual 

children's knowledge, skills and development and 

whether this had formed the basis for previous or 

future planning. 

Teachers were interviewed to ascertain whether 

their perceptions of the role of preschools and 
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primary schools differed in terms of expectations 

for children's development. 

With reference to the question whether teachers can 

and do individualise instruction. teachers' 

programme books and records of pupil progress were 

examined where they were available. As well, 

teachers were interviewed to ascertain the methods 

by which they obtained information to provide the 

basis for programming decisions. 

A collection of children's work from both 

preschools and primary schools was gathered as well 

as observations made of their reading performance 

in primary schools so that progress could be 

evaluated. 

At least two visits to each preschool prior to the 

children entering primary school and six visits to 

each kindergarten classroom following enrolment in 

the primary school were undertaken to observe 

classroom practice and to assess the types and 

quality of instruction the children were receiving. 

Interviews 

teaching 

with preschool and primary school 

staff and observation of classroom 

practices were intended as a basis for assessing 

whether programmes in both institutions were of a 

complementary or conflicting nature and whether 

strategies for the transition from preschool to 
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primary school would facilitate a smooth 

transition. These data were also used to evaluate 

whether teachers in both settings saw themselves as 

part of the same process and what methods were used 

to facilitate the sharing of information which 

would ensure continuity of learning. Another 

aspect in this assessment relates to the relative 

understanding and/or acceptance of methods of 

instruction by personnel involved at each level. 

Interviews were undertaken with parents of twenty 

three of the twenty-four children involved in the 

case studies Prior to entry into Primary school, 

and at subsequent times during the kindergarten 

year, to identify whether expectations of parents 

would be compatible with school expectations and to 

ascertain by what criteria parents judged their 

children "ready" for primary school. later 

interviews during the kindergarten year were 

conducted to assess whether parents were satisfied 

with their child's progress at school. It was also 

anticipated that these interviews would allow the 

researcher to gather data regarding parents' 

perceptions of their child's abilities, behaviour 

and development and to identify matters of concern 

regarding the transition to school. 

In order to assess the internal and external 

constraints which have an impact on pupils, 
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teachers and parents, as a result of enrolment 

policies, interviews were undertaken with all 

teachers involved with the twenty-four children, 

all assistant principals and/or Principals of the 

primary schools and in one case the school 

counsellor. 

The collected data were also used to assess whether 

teachers had appropriate skills or the commitment 

to change their teaching methods if necessary to 

cope with changed entry policies. It was also an 

attempt to ascertain whether the lack of inservice 

sessions and ancillary staff to support teaching 

staff have negative effects on kindergarten 

classrooms. 

DATA ANALYSIS: 

In answering question 1, "what is current classroom 

practice ... ", data collected through observation was 

used and cross checked against teacher programme books, 

teacher interviews and children's products. 

Question 2 was addressed through the six subquestions 

listed under General Methodology. For each of these 

there were at least two sources of data . For example, 

the questions whether there were introductory school 

visits and whether discussions on each child were held 

between preschool and primary school teachers were asked 

40 



of both the preschool and the primary school teachers 

and their answers were checked against each other. Also 

the researcher observed some of these visits. Because so 

many data sources were used - observation. separate 

interviews with teachers and parents. teachers' records 

and student work, cross validation was always possible 

and undertaken to ensure the clearest possible Picture 

of the transition process and its effects. 

41 



CHAPTER 3 

RESULTS: 

This chapter compares the practices of the preschools 

and the primary schools identified in chapter 2 in 

relation to their policies , classroom procedures, 

teacher and parent responses and the researcher's 

observations. These features are examined particularly 

in relation to the six criteria used to assess whether 

practices in keeping with the Philosophy of continuous 

entry were being undertaken in government primary 

schools . 

Quotations from the researcher's notes are used to show 

examples of classroom practice. Data cited concerning 

primary curricula will relate particularly to the 

reading programme, sampled because of the evidence it 

gives of teacher effort to cater for children's 

different levels of competence when they begin at 

primary school. Notes cited concerning preschool 

programmes will be of a more general nature. 

PRESCHOOL SUBURB A:.. 

This is a single unit preschool with two groups of 25 

children . All of the children in the study were from 

the same group. 
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INTRODUCTORY SCHOOL VISITS: 

All children in the preschool who would be attending the 

local government Primary school <Primary School A> had 

visited the school at least once. Children who 

commenced school at the beginning of the year took part 

in weekly visits for six weeks prior to the end of the 

year in which they attended preschool. Those children 

who were attending the Catholic school <School D> did 

not take part in such visits at all. <Procedures for 

visiting School D will be identified together with other 

school practices in the section dealing with that 

school). 

DISCUSSION BETWEEN PRESCHOOL TEACHERS 00 
TEACHERS ON CHILDREN'S DEVELOPMENT AND. 

LEARNING· 

PRIMARY 
PREVIOUS 

Such discussions were rarely undertaken. Occasionally 

teachers would talk about children in either setting but 

only in a very general way. The preschool teacher 

believed that such discussions would be valuable for the 

child but from experience had felt that her evidence had 

been treated as of little value except in relation to 

social development. 

TESTING: 

Children in preschool A were tested under ten items once 

43 



a term to monitor development. Children's progress was 

entered in the teacher's notebook under the following 

headings: 

Colour 

Shape 

Cutting 

Drawing 

Social 

Gross and Fine Motor 

Language 

Number 

Jigsaw 

Recognises name ~ 

The following extract from the researcher's notes 

outlines the method bY which records were kept, 

"Under the heading colour , are the names of the 
colours which the child recognises and names. 
Shape includes a drawing of the shapes that the 
child can recognise, name, and match. Cutting is 
grading according to ability - A, B, or C. Drawing 
has notations, either representative or symbolic 
and . others, e.g. very geometric. Social has 
notations like - excellent progress, very good, 
needs help. Gross motor has comments like - needs 
more practice, good, very good, help with balance 
etc. Language is assessed with such items as very 
good, improving, expresses himself well, doesn't 
speak much. Number has notations - counts to 5, 10, 
or whatever, 1 to 1 correspondence, recognises 
numerals, etc. Jigsaw - the annotations in this 
column relate to the degree of difficulty of the 
jigsaw puzzles which have been solved and in 
Recognises name - either yes or no." <Researcher's 
notes 9/3/1983) 
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INSTRUCTIONAL METHOD: 

The teacher did not have a written programme but seemed 

to know each child's developmental level.(Researcher's 

notes of 9/3/83 and 15/6/83) There was no evidence that 

the individual child's development was used as the basis 

for planning. Staff mainly supervised the children 

rather than directly interacting with them. 

The programme was a mixture - of free choice play 

activities and some activities in which the whole group 

took part. 

The programme offered each day, included activities to 

encourage development of fine and gross motor skills, 

creative expression, social development and the 

development of literacy and numeracy. Although some 

alternative activities might be offered each day, 

painting, block play, home corner activities, outdoor 

play, music and stories were always available. Children 

were encouraged to choose their own activities but at 

times the staff "directed" children to particular 

activities. The programme had clearly defined indoor 

and outdoor times. Music activities were conducted 

either in small groups or in the one large group whilst 

story-time was a large group activity. <Observations 

14/2/83, 9/3/83, 6/4/83, and 15/6/83 of playroom and 

observations of teacher's programme book which listed 

details of stories or activities for the day but did not 

specify any planning for particular children). 
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PARENTAL INVOLVEMENT: 

Parents were involved on a rostered basis in the 

preschool programme. The amount of time and the 

involvement varied from mainly housekeeping duties to 

working with the children on their activities. Parents 

were able to choose the way in which they were 

involved.<Observations, Teacher interview of 9/3/83 and 

interviews with parents> 

VIEWS OH ENROLMENT POLICY: 

TEACHER'S~: 

The preschool teacher expressed opposition to the 

continuous enrolment policy for the following reasons: 

The policy resulted in the need to continually settle 

children both in the preschool setting and the primary 

school. This was disruptive. In the preschool children 

were moved between groups so that the older children who 

would go to school the next year were in one year and 

the group forming the basis of the continuous enrolment 

entrants for the next year were together. This teacher 

believed that a single entry policy would be 

administratively easier but failing a single entry 

policy then believed a February and a July intake would 

be acceptable. <Interview with preschool teacher 

15/6/83> The following excerpt from an interview with 

the teacher illustrates her concerns: 
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"The biggest problem I find is continuously settling 
children and I think this disadvantages the whole 
group because you can't really concentrate on the 
programme while you are settling in children in 
every single week. And they are so young that they 
are usually fairly upset and it takes a long time 
to get them settled down and comfortable and you 
get another few children. It has been continual and 
I don't like it at all." 

Researcher: 

"How do the parents feel about your assessment?" 

Teacher: 

"Parents are usually anxious to get their children 
into preschool under any circumstances. They are 
also anxious to get them into school. For instance, 
at the beginning of the year I suggested that 
children instead of going the day they turned five 
should go in a small group one day a month, the 
nearest Monday when the last person of the month 
turns five. I went across to see Mrs.R .... and she 
a~reed that she would accept this. So I mentioned 
it to every parent, but only one of them actually 
did it in practice. They all nodded their heads in 
agreement, but the day their child turned five, 
they sent the child to school. I suggested that it 
would be better because they would be going in 
small groups and they would have the security of 
the group being together." 

Researcher: 

"Administratively you find continuous entry a problem?" 

Teacher: 

"Well yes, as soon as I lose a place, I've got to 
fill it with another child." 

Researcher: 

"Do you in fact have your oldest and your youngest 
children in the same group, or are you moving 
children between groups as well?" 
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Teacher: 

"I'm moving children from B Group to A Group as a 
vacancy arises because I think that it 1s a lot 
easier to work with the children. It's a lot easier 
to prepare activities which are going to extend the 
more mature child if there's not an immature 
child." 

Researcher: 

"So, in fact, they move from B Group to A Group and 
then to school?" 

Teacher: 

"That's right, and it also means that all the 
children in the same group go off to school 
together. It would be easier I think with one entry 
per year but I feel that two would be acceptable. I 

~ would like to see it carried through the school 
system - the children moved when they were ready. I 
think it's the only way that would work so that 
children move up every six months throughout the 
system, but once you got to secondary school they'd 
stop." <Interview 16/3/83) 

To make the current policy more workable this teacher 

had suggested to parents that children going to school 

between February and July should stay at the preschool 

until a small group was old enough to commence school. 

However, parents were so eager to have their children in 

full time schooling that the children had all commenced 

primary school on the day they turned five. 

PARENTS' VIEWS: 

All parents of children attending primary school A 

continuously were pleased that their children could 

attend as they turned five. The parents of the children 

who commenced in February were concerned that classes 
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would be disrupted as children entered continuously. 

PRIMARY SCHOOL SUBURB A: 

At the beginning of the school year the kindergarten 

class had seventeen children enrolled . To this group 

the "continuous enrolment 11 children were added as they 

commenced primary school from February to July. The 

total enrolment by mid-July was thirty-two children. 

According to the school information bulletin, the school 

philosophy is as follows: 
0 Each child is an individual pattern of 
development.characteristics and abilities. He<sic) 
should be given the opportunity to develop his 
whole potential so that he can work, live, play and 
enjoy the structured society into which he will 
move." (Primary School Information Bulletin, 1983. 
p.3) 

INTRODlJCTORY SCHOOL VISITS: 

See under preschool A. 

DISCUSSION BETWEEN PRESCHOOL AND PRIMARY TEACHERS ON 
CHILDREN'S DEVELOPMENT AND PREVIOUS LEARNING: 

According to the primary teacher it was not necessary to 

undertake discussions on these matters as the roles of 

the primary school and the preschool were quite 

different so the curricula and methodology were of 

necessity fairly incompatible. The following is an 

excerpt from the researcher's notes following an 

interview with the kindergarten teacher on 23 May 1983. 
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"Another thing that concerns me about this class 
when I spoke regarding the work that had been done 
in preschool and suggested that it might be 
appropriate for both the preschool and the primary 
school to be offering similar curricula so that the 
transition might be less difficult for the 
children. the teacher suggested that it was quite 
inappropriate for preschools to be offering similar 
work to that offered by the Primary school as she 
really believes that teachers did not understand 
what went on in primary schools. I suggested that 
if the curricula as offered in the preschool were 
appropriate then why should there be a major change 
one week later when a child enters primary school. 
The teacher, although asked this question twice 
reiterated that the roles of the two institutions 
were quite different therefore the content and 
methods would need to be different." 

JESTING: 

No direct testing was done when children arrived in the 

primary school. Many of the activities offered initially 

in the primary school were much less difficult than 

those which had been easily accomplished in the 

preschool environment. <Observation 14/2/83. 9/3/83> The 

following excerpt from the researcher's notes highlight 

this initial assessment. 

"One thing that concerned me related to the 
placement into groups and the assessment that the 
new children would go into Group 3 and the 
activities followed by the group: 

The two groups, 1 and 2 were set work at their 
tables to draw a picture of their holidays or 
something they did in their holidays, and the 
teacher wrote the story across the top of the work. 
Some of the children attempted to reproduce the 
words underneath her writing, The third group was 
given threading activities in a corner with beads. 
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In view of the work that I have seen these children 
do in preschool it appears that the set work for 
Groups 1 and 2 would not have been too difficult 
for Group 3 in that it was mainly language and art 
work which I believe the newer children and the 
less able children could have completed quite 
successfully." (23/5/83) 

The emphasis in the kindergarten class was on the 

development of numeracy and literacy in an environment 

which was very structured in terms of timetabling. For 

six weeks after the commencement of the school year the 

children were taught in the large group, New children 

joined this group as they commenced school. The teacher 

used this large group to assess what the teacher 

labelled as "ability" and by mid-March children were 

divided into three ability groups. Children who entered 

the class after this time went to group three, the group 

with least ability and as this group became too large 

children were moved from group three to two and from two 

to one. Group three was used to assess the ability of 

all new children. 

In May, special arrangements were made for a fourth 

ability group to be formed when two children were 

reading much more competently than the rest of the 

group. 

Children were assigned to these groups after a period of 

teacher observation but were not necessarily in the same 

groups for reading and mathematics. 
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INSTRUCTIONAL METHOD: 

In order to manage the children. quiet work was 

alternated with more physical activities. When children 

had completed set work they were allowed to choose a 

"free play" activity. In practice those in the higher 

ability groups spent considerably more time on these 

activities. 

The teacher of this class has a term outline programme 

written to include the three ability groups. Written 

records on children's progress were not kept but from 

time to time pieces of children's work were kept and 

this work formed the basis for planning and reporting to 

parents. 

At the end of the school year Placements for the 

following year were made on age rather than ability, the 

youngest children progressing to transition and the 

older to year one. Parents had been advised of this 

Prior to enrolment in primary school. 

PARENTAL INVOLVEMENT: 

Although the kindergarten teacher stated that parents 

classroom 

On the 

were involved, they were not involved in the 

beyond delivering and collecting children. 

whole, parents were quite happy with this. One parent 

stated that she would have appreciated more involvement 

in the primary school as she had spent a great amount of 

time at preschool when her daughter was there. 
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VIEWS OM CONTINUOUS ENROLMENT POLICY: 

The kindergarten teacher believed that this enrolment 

was less effective than a two intake policy since a 

great deal of time was spent settling in children. She 

also stated that younger children could benefit from 

"more playing time at preschool''. She further stated 

that younger children were socially less competent than 

older children. <Interview 12/7/83) These statements, 

in the view of the researcher, have little relevance to 

the type of enrolment policy followed as there will 

always be children in kindergarten classes who are up to 

eleven months younger than others in the same class. 

They do. however, indicate a commitment to the old 

primary school ''instructional model" and to the notion 

of readiness. 

When questioned on her statement on the need for play 

and the efficacy of such a methodology for teaching and 

learning she indicated that this method is inappropriate 

for the primary setting because of the pressure from 

parents for reading competence at an early age. The 

researcher's discussions with parents supported this 

view that parents were anxious for an immediate 

structured programme centred around the three R's, once 

their child entered primary school.(lnterviews with 

Parents between 15/12/82 and 11/2/83) 

53 



It should be noted that the very experienced teacher in 

the kindergarten class had requested a move from the 

kindergarten class after a number of years teaching that 

group since she indicated that she believed that the 

stress caused by the enrolment policy was making her job 

less satisfying. 

PRESCHOOL SUBURB 8: 

This is a double unit preschool with all children in the 

study attending in the same group. 

INTRODUCTORY SCHOOL VISITS: 

There was a visiting programme for children entering the 

primary school in February but no visits for children 

entering in the continuous programme. 

DISCUSSION BETWEEN PRESCHOOL TEACHERS AND PRIMARY 
TEACHERS ON CHILDREN'S DEVELOPMENT AND PREVIOUS 

LEARNING: 

No information was shared between preschool and primary 

school staff. 

TESTING: 

Although the teacher was aware of children's 

competencies there was no regular testing nor were there 

any records kept on children's development. 

(Observations 2/3/83, 4/4/83 and 16/6/83} 
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INSTRUCTIONAL METHOD: 

To a casual observer the programme appeared to be very 

similar to that offered in preschool A. It could be 

described as laissez-faire. 

The activities offered were similar to those offered in 

preschool A and would allow for development in all 

areas. As in Preschool A staff mainly provided a 

supervisory role and did not ever "direct" children to 

particular activities. 

Most activities allowed for individual development 

although at each session observed, the large group took 

part in a story activity. Children were free to be 

indoors or outdoors as they chose . Some of the children 

observed spent whole sessions either indoors or outdoors 

except for the story time . (Observations 2/3/83 , 4/4/83 

and 16/6/83) 

The rationale offered by the teacher for this type of 

programme was that children's learning was best managed 

by themselves and that when and if a child stayed with 

the same activity for extended periods then it was 

necessary for this *'working out" to proceed so that 

further development could take place. (Interview 

2/3/83) 

For children who wished to pursue certain activities and 

needed assistance the teacher and assistant were happy 

to provide this. 
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One example highlights this and forms the basis for the 

analysis of the kindergarten class management of groups. 

Tran was to commence primary school in May. She was a 

Vietnamese child who had been in Australia for eighteen 

months and during that time had become very fluent in 

English although at the time of her arrival at preschool 

she spoke no English. She had excellent fine motor 

skills and was extremely self-directed and undertook all 

indoor activities at a most proficient level . For 

example she often painted or drew a scene and composed a 

story to go with it, asking the teacher how to spell 

certain words which she wrote to caption her paintings 

or drawings. One - 0 Today I AM so haPPY I am going to 
schOOl'', exemplifies her skill in writing. She could 

also read other stories she had written. <Work sighted 

5/5/83) 

PARENTAL INVOLVEMENT 

Parents were involved on rostered days to assist in the 

programme. The amount and type of involvement was on a 

similar basis to that in preschool A. 

VIEWS ON ENROLMENT POLICY: 

TEACHER'S~: 

The teacher generally was happy with 

enrolment as children such as Tran could 

school at age five. She did voice concern 
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parents would make the decision to send children to 

school even when advised that it would be more 

appropriate to allow them more time in the preschool 

environment. <Interview 2/3/83) 

PARENTS' VIEWS: 

Parents were ambivalent about the entry policy followed 

by the preschool and primary school except for one 

parent who because of her extreme dissatisfaction with 

the preschool programme was Pleased her son could 

proceed to school. This parent <an ex-teacher> 

suggested that her son had not been challenged at 

preschool and was ready for more advanced work. 

<Interview with mother of Neale 13/2/82) 

PRIMARY SCHOOL SUBURB 8: 

This primary school divided its February intake from the 

preschool into two groups of twelve children - one group 

was in a single classroom with ten children in the 

transition group and eight in first class making a total 

in composite class of thirty children . The other group 

<for this study called continuous kindergarten> formed 

the nucleus of a kindergarten class into which the 

continuous enrolment children were placed. The total 

number in this group bY July was thirty-six. 

The large kindergarten classes were a result of the 

school's commitment to the provision of specialist music 
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and physical education teachers thus reducing the 

classroom teachers by two. 

INTRODUCTORY VISITS: 

See under Preschool B. 

01scuss10Ns BETWEEN PRESCHOOL Atill PRIMARY TEACHERS OH 
CHILDREN'S DEVELOPMENT Mill PREVIOUS LEARNING: 

No discussions held. 

TESTING: 

There was no direct testing of children on arrival at 

this primary school. The teacher in the 

kindergarten/transition/first class kept records of 

children's progress in reading and mathematics. The 

teacher in the straight kindergarten class had no 

written programme or written records on children's 

development. 

INSTRUCTIONAL METHOD : 

KINDERGARTEN/TRANSITION/FIRST CLASS: 

One of the children in the study started in this class 

in February . The children in this classroom were taught 

in three discrete groups for reading and mathematics. 

The three groups worked together for music and art 

activities. At some times the twelve kindergarten 

children joined the other kindergarten class for a 
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television programme. The reading programme used by the 

teacher in this class was based on the Young Australian 

Readers in conjunction with the Rosner perceptual motor 

programme. 

From time to time this large group worked together for 

reading and then since the Young Australian Readers 

scheme has a large number of extension reading books, 

read at their own level. Children in · the February 

intake spent about six months on auditory and visual 

discrimination exercises as a preparation for more 

formal reading exercises. The following excerpt from the 

researcher's notes of 2 March 1983 illustrates the 

difficulty under which this teacher was working. 

11When I arrived both Transition and First Class were 
doing some phonic work, cutting and pasting and 
colouring related to that phonic work. They were 
somewhat disruptive and kept interrupting Mrs. 
S .... as she attempted to do number work and reading 
work with the kindergarten children. 

In the 15 minute lesson Mrs. s ... had at least 35 
interruptions so it was somewhat difficult for her 
to retain continuity in her teaching. It appears 
that the differing abilities of these three groups 
make this sort of classroom difficult to co
ordinate given the teaching style adopted. At least 
the use of an assistant would be a valuable asset 
in this classroom. 

The kindergarten children were distracted often by 
the interruptions and the efforts of Mrs.S .... to 
verbally "control" the rest of the classroom. 

I think there are over 30 children in the class at 
this time. Mrs .S .... appears to be well prepared, 
has lots of material ready for the children to use, 
and seems most competent in her teaching but the 
group seems difficult in terms of Planning and 
management." (Observations 2/3/83) 
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CONTINUOUS KINDERGARTEN CLASS'. 

One child in this study entered the continuous 

kindergarten class in February with another eleven 

children. Two other children being observed entered in 

May and two in July. 

At the beginning of the school year the group started 

some "pre-reading" exercises such as drawing Pictures 

titled "I like ....... the teacher writing the story as 

dictated by the child. This type of reading programme 

was followed for two months when Breakthrough to 

Literacy group work was commenced. 

Tran is used as an example again. As earlier indicated 

she was able to write all of the alphabet - mixed upper 

and lower case letters - and to write her own stories. 

She commenced school on 30 May. When the drawing of 

pictures for stories was introduced as •·1 can ....... Tran 

together with two other new enrollees was given 

threading activities. The teacher was advised by the 

researcher that this child was able to complete such 

work so Tran was invited to join the larger group where 

she performed more ably than most other children in the 

group. At the end of the school year . although 

outperforming most children in the class. she graduated 

to "Transition" whilst less able children graduated to 

first class. 
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Following initial settling in, all new children worked 

with the large group for all curriculum areas. Although 

the group was taught together for the reading programme 

''Breakthrough to Literacy" there was a degree of 

individual instruction as children graduated from the 

Breakthrough Word Folder to sequential reading books. 

PARENTAL INVOLVEMENT: 

Parents were not involved in classroom activities, 

neither were children delivered or collected from the 

classroom. Written reporting to parents was done each 

term and parents accepted that this was adequate. 

VIEWS Otil ENROLMENT POLICY: 

TEACHERS' VIEWS: 

Neither of the teachers in the kindergarten programme 

were in favour of continuous enrolment. It had been 

suggested to parents in a meeting in the preschool that 

they should seriously consider the option of keeping 

continuous entry children at the preschool until the 

following school year. None of the parents had taken up 

that option. <Interview 2/3/83 with teacher 

Kindergarten/Transition/First Class and straight 

Kindergarten Class teacher 2/3/83) 

PARENTS' VIEWS: 

All the parents when interviewed were happy with the 

continuous enrolment programme and were happy with their 
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children's progress. It had been made clear prior to 

enrolment that children who commenced after May would 

spend their second school year in the transition class. 

Parents accepted this as an appropriate Placement. 

PRESCHOOL SUBURB C: 

This is a double unit preschool but with only one 

operating 

playgroups. 

children. 

group. 

as a preschool and the other being used 

The preschool unit had two groups 

The children in the study came from 

INTRO□UCTORY SCHOOL VISITS: 

unit 

for 

of 

one 

The preschool and primary school had a visiting 

programme which included weekly visits both ways from 

preschool to primary school and the primary school to 

preschool. This was the only example in the study where 

there was a two way programme. 

DISCUSSIONS BETWEEN PRESCHOOL TEACHERS AMO PRIMARY 
TEACHERS ON CHILDREN'S DEVELOPMENT ANO PREVIOUS 
LEARNING: 

There was a significant sharing of information. The 

preschool teacher believed her opinion was taken 

seriously by primary staff and believed that the primary 

staff had a fair knowledge of her policies and practice. 

She also believed that the school attempted to offer a 
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programme which built on the preschool programme. 

(Interviews with preschool teacher and primary teacher 

4/3/83) 

TESTING: 

The teacher kept records on each child's development of 

a similar type to those in preschool A. If development 

did not appear to be progressing satisfactorily the 

teacher intervened. For example one child in the study 

had difficulties socially. He was a very overweight 

child of non-English speaking background who was the 

youngest of four boys. His behaviour was very rough and 

as a consequence he was unpopular with the other 

children. The teacher was working with the parents 

advising that he might experience difficulty in primary 

school and suggesting some dietary measures which did 

not appear to be followed. As well she was attempting 

to assist Peter with appropriate behaviour inside and 

outside the Playroom. <Interview 4/3/83 and observations 

of classrooms management procedures 4/2/83, and 4/3/83) 

Another child in the study (Beverley) was interested in 

reading and writing her own stories in conjunction with 

drawings. The teacher was assisting her in these 

activities as requested. This child entered school 

during April. 
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INSTRUCTIONAL METHOD: 

The programme offered was very much a free choice 

programme but with designated times for indoor and 

outdoor play. The activities offered were similar to 

those of the other preschool programmes with one 

significant difference. No activities were set out on 

the tables each morning and children chose themselves 

which activities they would pursue. In practice one 

child might set up an activity and a couple of other 

children would join. Certain specific areas were 

designated for particular activities and children knew 

these Nrules'' and adhered to them. (Observations 4/2/83 

and 4/3/83, interview 4/3/83) 

Stories were often told or read to small groups. The 

teaching staff and volunteer parents were actively 

involved with the children in their activities 

attempting to facilitate development by pertinent 

questioning to assist children to think and reason. 

From time to time children might come together in a 

large group for a game or a discussion on an item of 

interest. 

This programme was mainly based on individual 

development with a number of small group activities and 

a few large groups. The philosophy and practices for the 

preschool were outlined in the Information bulletin for 

parents for 1983. 
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PARENTAL INVOLVEMENT: 

See under Instructional method and parents' views on 

enrolment policy. 

VIEWS OH ENROLMENT POLICY: 

TEACHER'S~: 

The following verbatim excerpts from the data clearly 

identify some of the problems associated with continuous 

enrolment. 

Researcher: 

"Now what about Beverley?" 

Teacher: 

"The head on her shoulders is two years older than 
her body. She's incredibly mature for her age.very 
confident and capable; a real organiser although 
some kids got a bit fed up with her organising and 
in the end told her to leave them alone. But she's 
very Pleasant in her organising she wasn't very 
pushy or bossy as some kids can be. She's very 
sensitive, whenever a child was upset she'd be all 
too ready to go over and sit beside them and pat 
them on the shoulder and ask them what was wrong. 
Socially she was very mature, probably the most 
mature child I've ever worked with." 

Researcher: 

"Is she the eldest?" 

Teacher: 

"No, she has got an older brother, there are only 
two children, and her brother is about two years 
older than she is." 
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Researcher: 

"What sort of development did she have in the gross 
and fine motor areas?" 

Teacher: 

"Excellent. above average in just about everything." 

Researcher: 

"Was she ready, would you have thought. to be part 
of the reading group?" 

Teacher: 

"Yes. I would have thought so." 

Researcher: 

"That was the thing that concerned me when I was 
there. The new intake in May had not been given 
the chance to be part of the large reading group 
and it seemed to me that Beverley particularly 
would have benefited from that." 

Teacher: 

"Yes. I would have thought so. It seemed to me that 
there were judgments made about her capabilities 
without testing. The assumed capabilities were 
related to judgments on age. Her abilities are way 
above her chronological age in every respect. All 
the skill development is above average in her case. 
but socially she's outstanding." 

Researcher: 

"That's interesting, because in fact I was surprised 
that she was given work to do with all of the new 
intakes. But she'd finished that and she was 
interested in the reading flashcards and I thought, 
I wonder could she have done that, or I wonder had 
she been tested because a child with her ability 
may very well have been able to just fit in." 
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Teacher: 

"I think she could have. That's the thing that 
concerns me about this whole intake. There are 
judgments made about kids on the basis of their age 
and they're not even given the chance to be part of 
the group." 

Researcher: 

"She wasn't making any fuss or anything." 

Teacher: 

"No she wouldn't. She's an extremely mature person 
in the sense that she can cope with these sorts of 
frustrations . She's an exceptional child you know, 
she really sticks out as being abnormally capable . 
She was so calm here that it could be that if she 
wasn't given sufficient stimulation that she could 
become apathetic. But she was the sort of child 
who would seek out her own challenges: if 
something wasn't challenging enough, she ' d just add 
to it. Her resources are so enormous, she's got a 
lot of init i ative. If something is not provided 
she'll go and seek it out if she feels it's 
necessary for the situation. It would be 
interesting to see how she is in a month . She 
should be O.K. in an open plan situation where she 
is given freedom to go and choose and select and 
add to what she's doing and embellish things. So 
she shouldn't have any problems, I don't think she 
will in fact. It's a bit sad that her school life 
had . to start out like this. If she had started 
primary school at the beginning of the year she 
would have fitted in with all those children who 
started even though she was that much younger. She 
probably would have coped better than a lot of the 
other children who were older . As a matter of 
fact, from the time she started preschool I thought 
"Really you could go to primary school today". 
Even when she first started, even when she was only 
just four, she gave you that impression. She was 
just so capable of taking everything in her 
stride." <Interview 4/5/83} 

Although this excerpt clearly identifies some of the 

problems which emerge with continuous enrolment, this 

teacher was generally happy with the policy and believed 

even with such problems that in this particular 
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preschool and primary school there was a fair chance 

that it could work effectively. The over-riding reason 

for such a belief was the way in which policy and 

practice were similar in both institutions. 

PARENTS' VIEWS: 

All parents had positive views of the preschool and the 

primary school programmes, the access they had and the 

information they received. One example highlights the 

acceptance by the parents of the preschool and primary 

school staff's professional judgment. 

Celia had been eligible to commence school under 

continuous enrolment in the previous year but on advice 

from the preschool teacher and the primary school staff 

had been kept at preschool till the February intake. 

The parents believed that the preschool programme could 

cater for any necessary development and that Celia would 

not be "held back" by the additional time in the 

preschool. The decision may also have been facilitated 

by the fact that the mother was not in paid employment 

and was undertaking part-time tertiary study. Celia was 

the elder of two girls and the mother cared for the 

younger child at home. <Interview with Celia's mother 

16/2/83) 

68 



PRIMARY SCHOOL SUBURB C: 

This school 1s architecturally an open space school with 

five teaching areas. 

INTRODUCTORY SCHOOL VISITS: 

See under preschool C - note two way visits. 

DISCUSSIONS BETWEEN PRESCHOOL Atfil PRIMARY TEACHERS ON 
CHilDREN'S DEVELOPMENT Alill PREVIOUS LEARNING: 

Although there was two way flow of information, as 

already indicated this information was not always used 

as the basis for planning. 

TESTING: 

The teacher of the kindergarten kept records on each 

child's progress and samples of work were kept so that 

progress could be monitored. These samples of work 

formed the basis for discussion with parents. 

INSTRUCTIONAL METHOD: 

From the statement in the school handbook for parents 

the "subjects which require more formal, sequential 

teaching are treated accordingly. SubJects which allow 

more freedom for discussion and group work are used to 

help children to learn to co-operate, to research and 

present information and to listen to a variety of 

ideas". <Guide for parents, 1983) 
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The teaching area into which the kindergarten children 

were placed included all the kindergarten/first class 

children. The school has five vertically grouped units. 

The kindergarten/first class room was very large with 

areas designated for a range of free choice activities. 

Many of these activities replicated those offered during 

the times when there was no formal group instruction or 

when teachers and/or parents were working with 

individuals on the reading programme. 

At the beginning of the school year the unit had thirty

five children with two teaching staff. BY mid-year when 

all children had commenced the unit had fifty children. 

Throughout the year this unit had the assistance of 

student teachers and parents so that the adult:child 

ratio was at times one to eight. 

Children were grouped as follows: 

The children who entered continuously in 1982 were 

placed in one group together with those older children 

who commenced in February 1983. This group had twenty

six children. 

The younger February intake children <nine> formed the 

nucleus of another group into which the children who 

entered subsequently were placed. 

The same process for the teaching of reading was 

followed by both teachers in this unit. Children moved 

between the groups for free choice activities but 
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remained in their "home groups" for formal instruction. 

The reading programme is implemented by a number of 

strategies. During the first session of the day most of 

the children in the group come to "read" their current 

reading books. All children are given simple reading 

books with more pictures than words on their entry into 

the school. These reading books are taken home each day 

and parents are encouraged to read with their children. 

Children may change their books as often as they wish. 

Almost all parents become involved in the reading 

programme by this method. As well parents were involved 

often in the everyday programme of the school assisting 

with the hearing of reading and the other parts of the 

programme. Children who at any particular time were not 

involved in this reading activity would be taking part 

in free play activities, some of which were designed to 

assist in visual discrimination, auditory perception and 

other components which assist the development of reading 

skills. 

The large group tool< part in the Breakthrough to 

Literacy programme for the first three months, but, as 

indicated with the example of Beverley later entrants 

were not necessarily incorporated into tnis group. This 

large group was divided into three groups later in the 

year. As was the case with the other schools in the 

study the placement of the continuous enrolment children 

appeared somewhat random although to be fair there was a 
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range of methods by which the reading programme was 

implemented and the Breakthrough programme was only one 

of the methods followed. 

As well as these reading activities the first session of 

the morning included story writing or drawing exercises. 

During this activity, children approached the adults in 

the room <often three or four> to have their own special 

words written in spelling books to assist them in their 

story writing. 

PARENTAL INVOLVEMENT: 

In this school there was an emphasis on Parental 

involvement in the classrooms. A large number of 

parents were involved at any one time. The following 

excerpts from the researcher•s notes of 4 May 1983 

highlight the use of ~arents in the school: 

0 There is a strong commitment towards individualised 
instruction and I believe the classroom operates in 
a way which would encourage individual learning 
patterns, although there is some group teaching. 
Mrs.C .... has a great deal of support from parents 
who come into the classroom each day to hear 
reading and work individually with children on 
their reading programme and in other ways. There 
seem to be a large number of parents in and out of 
this school each day and they appear to be used in 
various ways to support classroom practice rather 
than in canteen or library work only." (4/5/83) 

VIEWS ON ENROLMENT POLICY: 

TEACHERS• VIEWS: 

Although the teachers believed there were some 
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difficulties with continuous enrolment 

that the type of programme offered, 

they believed 

the relatively 

smaller class sizes. and the amount of adult 

helped in individualising the programme. 

assistance 

Because the 

programme was very flexible and fairly similar to that 

offered in the preschool the transition was smooth. The 

grouping of children throughout the school into vertical 

groups somewhat relieved the pressure from parents for 

children to be moved annually from grade to grade. 

Another factor which teachers believed assisted was the 

close relationship between preschool and primary school 

and the way in which parents generally accepted the 

professional judgment of the teachers regarding 

placement of their children. 

PARENTS VIEWS: 

All of the parents of children in the study were happy 

with continuous enrolment. The parent who had kept her 

child in the preschool until the start of the 1983 

school year had had discussions with both preschool and 

primary school teachers and had accepted their advice on 

the Placing of Karen. She was delighted with Karen's 

progress and believed that the earlier decision had been 

right and that Karen had progressed very well as a 

result of the decision. 
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r,ATHOLIC PRIMARY SCHOOL D: 

This school is a Catholic school which has single entry 

policy and draws children from the three preschools in 

the study. The school accepts children from seven 

suburbs in the area. Children aged from four year nine 

months were admitted at the commencement of the school 

year. 

INTRODUCTORY SCHOOL VISITS: 

There was no visiting programme between the preschools 

and primary school. Prior to the commencement of the 

school year parents of all new kindergarten children 

were invited to the school for an orientation day to 

meet the teachers and to be briefed on school policy and 

programmes. Staff believed there was some difficulty in 

attempting a visiting programme with children from so 

wide a geographic area and from different preschool 

programmes. They believed that the children from 

preschools A and B were fairly similar but those from 

preschool C were a "bit pushy and precocious". However 

they soon settled into group routines. 

orscusSIONS BETWEEN PRESCHOOL TEACHERS 
TEACHERS DH CHILDREN'S DEVELOPMENT 
LEARNING: 

MID PRIMARY 
AND. PREVIOUS 

No discussions were held between preschool and primary 

school staff. 
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TESTING: 

There was no written programme nor were there records 

kept on each child's development. Although bY the end of 

the 1983 school year the teachers advised the researcher 

that the children in the study were performing at 

different levels of competence there was no evidence 

that this information was used as the basis for 

programming day to day . 

INSTRUCTIONAL METHOD: 

All children (48) in the kindergarten class were in a 

double unit classroom with two teachers. For most of 

the day the children worked as one group with one of the 

teachers teaching and the other acting as an aide. that 

is handing out stencils, books etc. 

For the first session each morning the children had free 

play activities with puzzles. drawing etc. This Church 

school had a very strong commitment to religious 

development within the education programme . Many of the 

activities and routines incorporated prayers and 

religious instruction. This was consistent with the 

general aims outlined in the booklet given to parents 

when they enrolled their children. The following excerpt 

outlines the policy: 

~The general aim of our school is that we seek the 
Christian development of the whole child. within a 
Catholic environment which joyfully witnesses to 
belief in. and, acceptance of Christ. 
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Our policy on curriculum is 

The curriculum should: 

be permeated with Christian values, provide 
opportunities for active participation in the 
sacramental and liturgical life of the school; 
give academic instruction in literacy and numeracy; 
introduce the children to drama, art, poetry, 
music ..... provide opportunities for physical 
development." 

The staff advised that because all the children in this 

class came from a number of different preschools the 

teachers offered a very detailed and long programme 

which has been traditionally called a ''pre-reading 

programme''. All children were instructed in the large 

group on such activities as colouring all the things 

which should be yellow. Very detailed instructions were 

given - up to three times - and all children completed 

the work satisfactorily. 

One example is an excerpt from the researcher's notes 

from 17/2/83. 

"The children were then (after a T.V. programme> 
taken back to the classroom where their activity 
was outlined to them. They sat in one large group. 
The aim of the exercise in a pre-reading book was 
to put a circle around everything which could be 
coloured yellow. e.g. chickens, sunflowers, sun 
etc. There were some things on the page which 
obviously were not to be coloured yellow, e.g. a 
pig. The whole exercise was outlined verbally and 
with the teacher using her finger to outline the 
appropriate items. The children were then moved to 
the other side of the room where the desks were 
located. The children sat at their desks and each 
item was again spoken of separately. Then children 
drew the circles in the air, then put the circle 
around the appropriate item; they then put their 
pencils down . This exercise took from 10.15a.m. to 
10.50a .m. and by this time the children had circled 
three items on the page. Those who wanted to go 

76 



further were cautioned to wait for the rest of the 
group. The activity was completed after the 
morning tea break which went from 11.00a.m. to 
11.20a.m. Between 10.SOa.m. and 11 .00a.m. the 
children ate their morning tea in the classroom 
after saying grace." 

The following notes from 25/5/83 provide material 

related to the reading programme. 

"There are now fifty children in this class being 
taught as one group all of the time. The children 
I am observing have now been taught in one large 
group since the beginning on the school year. The 
teachers both believe that this current group of 
kindergarten children is very bright and is 
learning to read very quicklY. They are using 
Breakthrough to Literacy as the programme for 
teaching reading. All of the children work 
together on this activity although the teachers 
indicate that the children that I am observing have 
different abilities in areas of reading, writing 
and arithmetic. Assuming that there are three 
groups for each the children have been categorized 
in the following manner. Group 1 has the most able 
students. Gloria is in group 1 for reading, 
writing and arithmetic, Catherine is in group 1 for 
each of the three areas. Laura is in Group 3 for 
the three areas , Sam is in Group 2 for reading and 
improving, Group 2 for mathematics and improving 
and in Group 1 for writing. Andrew is in Group 2 
for reading and mathematics and Group 3 for 
writing. Brian is in Group 2 for reading and 
mathematics and Group 3 for writing. In this class 
there seems to be no effort made to programme for 
individual . children and all the children work 
together on all activities . 

When I spoke to the teachers regarding such a large 
class and the difficulties of such a group both 
suggested that there were many benefits from 
working with such a large group. They believed 
that two teachers working together makes for more 
efficient observation of children, better support 
for one another, and easier planning together. It 
obviously makes the work-load a lot less if one 
teacher is teaching the whole group at the same 
time. The other teacher then is acting as an aide 
handing out books etc. The group seems settled and 
happy and very well controlled. There is a great 
deal of time taken waiting for turns etc., which I 
thought was inappropriate." 
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The researcher's notes indicate that by the end of the 

year the programme and grouping of children were the 

same as at the beginning of the year . 

PARENTAL INVOLVEMENT: 

Parents were involved in the canteen but not in the classrooms. 

VIEWS ON ENROLMENT POLICY : 

TEACHERS' VIEWS: 

The teachers believed that the single entry policy was 

the most appropriate for the children even though there 

was up to twelve months age difference as children 

commence school. They believed that it was easier for 

both teachers and children if a single entry policy was 

pursued. 

PARENTS' VIEWS: 

All the parents indicated very strong support for the 

school programme and its entry policy. They were happy 

with the teaching methods although none had actually 

observed the programme. An overriding reason for their 

acceptance of the school policies and procedures related 

to their wish for their children to be instructed in 

their faith. 
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CASE STUDIES: 

PRIMARY SCHOOL A: 

As indicated in the Methodology chapter of this study 

the method by which much of the data was obtained was 

the use of case studies of particular children. Details 

of the data collected are included hereunder together 

with the researcher's assessments of the programmes 

offered to these children and the validity of such 

programmes. 

DONALD: Donald commenced school in the February intake. 

There was no testing on arrival nor was there any input 

from the preschool regarding his development or skill 

development. He was an only child whose father worked 

shift work and as a result of this spent a great of time 

with Donald. Prior to entering primary school Donald 

could read quite a number of words. particularly related 

to the makes of cars and could identify makes and models 

of cars <an interest he shared with his father> . His 

verbal skills were excellent and visual perception 

skills well-developed. According to his father he "was a 

bit of a tearaway" and needed the discipline of school. 

On entry Donald and the other February intake children 

spent a great deal of time on visual perception 

exercises and ••pre-reading activities". In the opinion 

of the researcher and the evidence supplied by 

observations at home . preschool and the preschool 

teachers' assessment Donald was ready for much more 
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advanced work on arrival at preschool. Reading 

activities based on his interests and competence in 

identifying small differences in makes of cars may have 

been a good basis for an individualised programme which 

would have encouraged the development of reading 

earlier than it was achieved using an alternative 

programme. When Donald was placed in a reading group by 

the primary school teacher it seemed to the researcher 

that the placement was more related to his behaviour 

than his competence. By the end of the year he was in 

the "top" reading group and his behaviour was more 

controlled. <Observations of preschool programme, home 

visit and interviews with both parents and observations 

in the kindergarten class>. Donald was placed in year 1 

for 1984. 

ELISE: Elise commenced school in February. There was no 

testing on arrival nor any input from the preschool 

teacher. She was also an only child. She was a quiet 

little girl but although not very gregarious managed 

well in both the preschool setting and the kindergarten 

class. In an interview with her mother on 11/2/83 her 

mother indicated that the year at preschool had helped 

her to gain confidence and she was now ready to commence 

primary school. In the preschool setting Elise could 

recognise some words and could write her own name. From 

observations at preschool. interview with preschool 

teacher and mother it would appear that much of the 
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early work done in the kindergarten class was in fact 

repeating what this child could already complete 

competentlY. Elise's mother indicated that she would 

like to have been more involved in the primary school 

since she had been very involved in the preschool as she 

was very interested in Elise's development and wished to 

help in the classroom. Her offers had not been taken up 

although not rejected outright. Elise was Placed in year 

1 for 1984. 

All of the children who commenced in February were 

taught in the large group for a number of weeks. The 

reason given for this method was so that routines could 

be established and the teacher could assess the 

competencies of each child. BY the end of April the 

initial entry group together with the children who had 

commenced subsequently had been divided into three 

ability groups. All children who commenced after this 

time were placed in group 3 for assessment prior to 

placement in another group if this was considered 

necessary. 

HANDY: Mandy commenced school in the May intake and was 

placed in group 3 for assessment of her reading 

capabilities. In the preschool setting she was able to 

complete work of a similar standard to those who had 

already commenced school. Attached is a copy of some 

maths cards completed in the preschool prior to entry to 

school. She was placed in the third (lowest> group for 
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both maths and reading and was not tested Prior to that 

placement. From observations in the preschool setting 

and discussions with the preschool teacher it appeared 

that Handy could read and write her own name and 

recognise a few words. This placement remained the same 

on 12/7/83 (almost two months later) when the researcher 

further observed the classroom with the children in 

group 3 continuing to do "pre-reading'' activities whilst 

the other two groups were using Breakthrough to Literacy 

books for group 1 and Breakthrough folders for sight 

recognition of words for group 2. Handy was the fourth 

of four girls and the kindergarten teacher had taught 

some of her sisters. Mandy was known to the teacher 

prior to entry and the researcher believes that this 

made her settling into the class easier since the 

teacher obviously liked the family and their children. 

Mandy progressed to group 2 by the end of the school 

year and was placed in year 1 for 1984. 

TESS: Tess commenced school at the same time as Handy 

and was also placed in group 3, without any testing. She 

had not appeared to be performing at the same level as 

the other children in the preschool setting and from 

discussions with both the preschool teacher and the 

primary school teacher it appeared that there had been 

some difficult home circumstances. The researcher had 

been advised not to visit the home or to make contact 

with the parents. When she arrived at the primary school 

she was placed in the lowest group for all lessons and 
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this appeared an appropriate placement in the 

researcher's opinion. At the end of the year she was 

still in this group and was placed in transition. This 

seemed to be an appropriate Placement although it may 

have been that she would have benefited from further 

time in the kindergarten class so that further 

development could be made. 

DAVID: David was reading words on entry to school and 

was placed in the third group for assessment. No testing 

was done on arrival and at the end of the year David 

went to the transition class. Included in this study are 

copies of work completed at a similar time by David, 

Donald and Mandy, It would appear that the decision for 

placement in the kindergarten class and the placement 

for the following year were based on age rather than 

ability, 

TAMMY: The following excerpt from the researcher's notes 

gained from an interview with the preschool teacher 

indicates the assessment that this teacher made 

regarding Tammy's competence Prior to commencement at 

primary school. <Interview 15/6/83) 

"Tammy: Colour - can name and recognise red, yellow, 
blue, green, purple, brown etc., recognises and 
names shapes, can cut moderately well, is at the 
symbolic drawing stage, is very good socially, very 
good in the gross motor area, has very good 
language skills, has one to one correspondence, can 
count to ten, needs help with Jig-saws and can 
recognise and write her own name." 
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The researcher found it difficult to assess whether 

Tammy could have completed more difficult work than that 

assigned to her as she did not appear to undertake many 

activities in the preschool and was still doing much 

"pre-reading" work at the end of the year. She was 

placed in transition for 1984. 

Although the teacher in the kindergarten classroom 

attempted to test all children during the kindergarten 

year with a view to placing them appropriately in the 

reading programme there was no attempt to liaise with 

the preschool teacher or the parents to ascertain the 

level of development or the previous learning which had 

taken place . The end result of this was that much 

children's time was wasted as the teacher attempted to 

start her own assessment programme using only the one 

source of data - her own observations. 

PRIMARY SCHOOL B: 

ALISON: Alison was placed in the Kindergarten/Transition 

and First class on entry to primary school B in 

February. There was no testing of children on arrival 

and all those entering this class at Kindergarten level 

were put on a programme of perceptual/motor activities 

before progressing to further reading activities . The 

Kindergarten/Transition/First Class teacher was a great 

believer in the Rosner perceptual motor programme as a 

basis for reading and therefore believed that all 
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children could benefit from taking part in this 

programme regardless of their current competencies. 

Following observations in the preschool and an interview 

with the preschool teacher on 14/12/82 and a home visit 

on <14/2/83) the programme developed in the kindergarten 

class for Alison may have been appropriate. This child 

at preschool had good language skills, good fine muscle 

development, could recognise and write her own name and 

could recognise numerals up to 20 . There seemed to be a 

difference of opinion regarding Alison's competencies 

between the preschool teacher, the kindergarten teacher 

and her mother. The preschool teacher said she was 

quietly confident and this agreed with the mother's 

assessment. The teacher indicated in an interview 

14/2/83 that the social aspects of Alison's development 

needed attention as her mother was 22 years old and a 

single parent. The researcher did not see any evidence 

either in the home or preschool setting to support this 

assumption, neither did the researcher have any real 

evidence from the preschool setting to make any valid 

judgments on Alison ' s competency in any areas of 

development other than social. The primary teacher 

believed that the programme which was being followed 

would assist with the development of confidence thus 

creating a more favourable base for reading when the 

time came. When the kindergarten group commenced reading 

they were taught as a whole group. Alison was often able 

to finish the work quickly and sometimes appeared to 
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lose interest in completing set work. This may not have 

been due to her ability but more to do with the frenetic 

activity in the classroom outlined earlier in this 

chapter. Alison was placed in year 1 in 1984. 

NEALE: Neale entered the continuous kindergarten class 

in February. There was no testing on arrival nor was 

there any liaison with preschool staff. Neale had been 

the child whose mother has been most dissatisfied with 

the quality of the preschool programme and was Pleased 

he was proceeding on to primary school. For the first 

two months of the school year the children did a range 

of visual perception activities as a basis for the 

reading programme - Breakthrough to Literacy. From 

observations on 15/2/83 it appeared that the activities 

offered were not being used to test competencies but to 

keep the children occupied with activities which had 

been familiar in the preschool setting. Neale appeared 

to be very fearful on this first observation but during 

the year became more confident. The preschool teacher in 

an interview on 13/12/82 anticipated that Neale might 

have some difficulty in the fine motor skills 

activities, but the researcher had no concrete evidence 

on which to make a judgment. When the formal reading 

programme commenced in the primary school after two 

months of "pre-reading" activities, Neale appeared to .be 

able to complete the work competently. Since the whole 

group was taught together it was difficult to ascertain 

whether Neale could have completed more advanced work. 
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TRAN: The examples of Tran's reception into the 

continuous entry class is documented elsewhere in this 

chapter. There was no testing on arrival and even at the 

end of the year when Tran was working at a higher level 

than other children her placement for 1984 was in the 

transition class. 

STEVEN: In the preschool setting Steven did not appear 

to take much part in the activities offered. His 

attendance had been very irregular for reasons which 

were not obvious since he appeared to keep good health. 

From the researcher's notes of 30/5/83 the researcher 

wrote "not very confident, perhaps not ready for primary 

school, doesn't do much in the preschool setting except 

when directed which isn't often". When Steven entered 

primary school with Tran he wasn't included in many of 

the activities although he joined in the large group for 

the Breakthrough lessons. This work appeared to be 

beyond his ability. There was no special Programme 

devised to assess where he needed assistance since the 

"pre-reading activities" for this class had been 

completed by this time. Steven was placed in the 

transition class for 1984. 

ANNETTE: In the preschool setting Annette appeared to be 

self directed and took part in many of the activities 

offered. When she commenced primary school on 4/7/83 she 

was not tested on arrival and was treated similarly to 
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Steven. The researcher could not assess her ability 

prior to entry although in an interview with a new 

teacher in the preschool following her entry to Primary 

school this teacher said: 

"Her skills were very good and you could tell that 
she was one of the older children in the group. She 
could read and write her own name and was very 
self-directed in the class-room. She had a friend 
smaller than she - they used to Play together out 
of preschool. Despite her assertiveness. she had no 
trouble with other children, they did not reject 
her - they were quite happy to be bossed around 
even when she didn't do it in a nice way. she would 
tell them "do this now" and they would. She 
demonstrated her leadership qualities and the other 
children happily followed her suggestions. Her 
language skills were very good - good vocabulary. 
There shouldn't have been any problems when she 
started school."< This · interview < 13/7 /83 > was 
undertaken with a new teacher for the group as the 
previous preschool teacher had gone on long-service 
leave> 

SAM: Sam commenced primary school on 4/7/83 and although 

he was a child of Greek descent his English was good. 

The language spoken at home was not predominantly 

English but Sam had been minded in an English speaking 

home while his mother worked away from home. As 

indicated earlier when making observations about the 

programme in the preschool in suburb Bit was difficult 

to make judgements regarding the children's competencies 

because the programme was so unstructured and the 

teacher had no notes on children's development. In 

interviews her opinion was that Sam was ready for 

school. (Interviews 2/3/83 and 4/4/83) In a later 

interview with the new preschool teacher <who had been 

keeping records on children's development> she said: 
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"He was quite able to self-direct and his 
concentration span was quite good. it wasn't too 
long though - but alright if he had time to do 
something. No problems envisaged for school 
although he hasn't been on any visits to the 
school, and I don't think the school provides for 
such visits." 

The treatment which Sam received on entry to school was 

similar to Tran, Steven and Annette. There was no 

testing of previous learning and these children took 

part in the class activities as best they could. Sam was 

placed in transiti~n for 1984. 

The children who were the continuous entry children from 

preschool B to primary school B. the researcher 

believes. had some difficulty in their first year of 

school. Not only did some of them have two teachers in 

the preschool but their kindergarten teacher also went 

off for long- service leave during the year. The 

children then had a number of different relief teachers 

before their own teacher returned. It is not surprising 

that their learning programme was somewhat disrupted in 

this critical year of transition and that decisions 

regarding appropriate learning Programmes appeared to be 

at best ad hoc. 

PRIMARY SCHOOL C: 

CELIA: Celia entered primary school in the February 

intake of 1983 although she could have started in July 

of 1982. Following discussions between her mother. the 
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preschool teacher and the primary teacher her mother had 

decided to leave her in the preschool until 1983. There 

had been a sharing of information on this child's 

development between the preschool and the primary school 

prior to and following enrolment. As indicated earlier 

the reading programme followed at this school had a 

range of elements which incorporated the home and the 

school. This programme appeared to be working well for 

Celia and bY the end of the year she was reading quite 

well. Because the open classroom was structured in a 

vertical fashion she continued in the same classroom for 

1984 and her reading programme continued with the range 

of activities already outlined elsewhere. 

SIMON: Simon came from a home where there was no 

television viewing allowed and the parents spent a great 

deal of time with their children playing with them and 

talking with them. From interviews and observations 

(15/2/83 parents interview> it appeared that the 

children, two boys of whom Simon was the elder, were 

encouraged to "read" books and were being encouraged to 

"experiment" on the environment. In the preschool 

setting he talked quite a lot in group time and his 

visual perception skills appeared to be quite well 

developed. This led the preschool teacher and the 

researcher to believe that he was quite ready to read 

but this was not the case. Although he had his "reading 

books" from the first day of the school year he did not 

in fact start to read until much later in the year, 
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about September. It was interesting to note that the 

first word in his special reading book was "rainbow" and 

his stories used quite advanced vocabulary. 

BEVERLEY: Although the transition to school for Beverley 

did not include testing by the primary school on entry 

the type of programme offered ensured that Beverley's 

development was not held back. Details of her transition 

are outlined elsewhere in this chapter. 

PETER: Peter continued to have difficulties in the 

Primary school in his interaction with other children 

and this affected his work in the reading programme. 

When other children were lining up to "read" for the 

first activity of the day Peter was often playing 

roughly with other children and was continually in 

difficulty with the teaching staff. He was being 

encouraged however, to learn some social skills and by 

the end of the year was behaving in a more appropriate 

fashion. When he did not join the reading of library 

books to the adults of his own volition he was firmly 

encouraged to do so and complied. He took part in group 

activities for Breakthrough lessons and appeared to be 

able to complete the set work. 

EMMA: 

setting 

of her 

Emma had only a short time in the preschool 

as her parents had been in America as a result 

confident 

father's occupation. She appeared to be 

in the short time she was in preschool 

quite 

and 
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settled easily into the Primary school where her 

development continued . 

NERIDA: Nerida had been a special placement in the 

preschool as her mother had been bedridden and it was 

believed that Nerida would benefit from the stimulation 

of a preschool programme. She had therefore been in the 

preschool for two years and a special programme had been 

developed by the preschool teacher . She had gained 

skills 

school 

direct 

offered 

and by the time she was ready to enter primary 

was able to interact with other children and 

her own activities. The type of activities 

in the primary school assisted her development 

in the reading programme. 

SCHOOL D: 

As earlier indicated the kindergarten class was taught 

for the whole of the year as one single group although 

the teachers advised the researcher that they had 

different abilities. Details of the teachers' assessment 

of each of the children in the study are outlined 

earlier in this chapter. 

One child deserves special mention: GLORIA was the 

middle child of three girls. Her mother was an ex-high 

school teacher and advised at the beginning of the year 

(interview 6/2/83) that since the children's father was 

in the services they would be returning to Queensland at 

the end of the year and Gloria would be entering Grade 
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2. She was therefore teaching Gloria to read at home so 

that she would not be behind when they returned to 

Queensland. Gloria was a child who took part in all 

activities in the preschool and appeared to easily cope 

with all the work which was offered in the primary 

school and spent a lot of time when she had finished set 

work waiting for the other children to complete the 

work. The researcher's notes of 25/5/83 identify some 

problems with the type of instruction which Gloria was 

receiving: 

"The teacher's perception of Gloria is that she is a 
very meticulous child who does everything very 
well. She is a very attractive and well behaved 
child who is neatly dressed and fits well into the 
school system. The teachers say she is well above 
average. I don't know how the staff at School D 
will make sure she is challenged." 

In view of the research outlined in Dale Spender and 

Elizabeth Sarah's book "Learning to Lose" the researcher 

was concerned regarding the kinds of attitudes and 

values which this little girl was learning to espouse. 

(Spender, D., and Sarah, E., Learning to Lose, 1980, See 

particularly Chapter 5) 

It seemed that in this classroom the teaching of reading 

was geared to the child with the least ability and the 

rest of the children fitted in. From observations it 

appeared that quite a number of children in the class 

spent a great deal of time waiting for other children to 

finish set work. This was certainly not the case with 

LAURA who seemed to be less able to cope quickly with 
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the set work . 

The parents of BRIAN, CATHERINE and ANDREW in interviews 

indicated that they believed that the "discipline" at 

the school was advantageous in their children's learning 

although from observation the children were treated not 

very differently from those in government schools. It 

may have been that because there was a great number of 

stencils and book work from day one of the school year 

that the parents believed that the education their 

children were receiving equated more with their own. 

Certainly all of the parents interviewed had a 

commitment to the inculcation of their Faith in their 

children although not all of them were practising 

Churchgoers. 

CONCLUSION: 

In discussions with teachers all indicated that children 

differed in developmental levels and previous learning 

when they arrived at the primary school. Observations 

of classroom practice indicated that this knowledge 

rarely formed the basis for planning in the early stages 

of the child's attendance at primary school in two of 

the schools. schools A and 8. In these schools there was 

an attempt to group according to "ability" for the 

reading programme . The third primary school, primary 

school Chad a method of instruction which would assist 

in allowing individual instruction . The fourth school, 
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the Catholic school, had made no commitment, through 

continuous 

schooling. 

enrolment. to developmentally based 

The criteria outlined in the methodology chapter for an 

effective entry policy for children to the primary 

school were addressed in varying degrees. 

Criterion 1: Were introductory school visits from 

preschool to primary school undertaken to ensure a 

smooth transition on entry to primary school? 

All schools except school D had some sort of a visiting 

Programme for new children. These varied in number and 

type. Only one school CC> had a two way visiting 

programme. This may indicate an acceptance that the 

preschool and the primary school are involved in the 

same process - that of educating children. It was 

obvious from some of the discussions with teaching staff 

in both levels of schooling in the other schools that 

there was often little understanding of the other level 

of schooling. of the methods used or the aims and 

procedures. 

Criterjon 2: Were discussions held between preschool and 

primary school teachers on each child's development and 

previous learning? 

These discussions did not take place in any of the 

settings except in preschool and primary school C. 
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Although the preschool teacher in preschool A believed 

it would be helpful in ensuring continuity of 

programming this had not been established. In these two 

settings (preschool A and primary school A> there seemed 

to be little understanding of what the other institution 

was doing and an implicit "they wouldn't understand" 

from both teachers. In preschool and primary school B 

there seemed to be a happy arrangement where each 

institution proceeded without reference to the other and 

neither saw the need for such reference or sharing of 

information. 

Criterion 3: Was there any testing done on arrival at 

primary school to ensure that appropriate programmes 

were developed for each child? 

None of the primary schools tested children on arrival 

at the primary school to ascertain what learning had 

taken place or what level of development the children 

had achieved. At later times throughout the year all 

primary teachers, except those in Primary school 0, used 

their observations and knowledge of children to group 

children so that they could proceed at their own rates 

on the reading programme or grouped according to ability 

for reading activities. In preschools A and C there 

was evidence that the teachers were keeping records of 

children's progress and this was used as the basis for 

planning in preschool C. In schools A and 8 the 

teachers did not attempt to gain knowledge of children's 
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development immediately on arrival at primary school to 

assist with planning or "remedial" action as 

appropriate. Teachers in these settings could of course 

argue that the "settling in" was more important than 

testing in the initial stages but it did seem that this 

"settling in" took a great deal of time which could have 

been used to build on children's development and 

previous learning. 

Criterion A: Was there evidence that primary teachers 

took account of previous learning? 

There was little evidence that the primary teachers took 

account of previous learning. Indeed with very little 

communication between preschools and primary schools 

<except in C> and no testing on arrival it would be 

unlikely that teachers in the primary setting would have 

the evidence to implement this criterion. It could be 

argued that there is a modicum of arrogance in Primary 

practice which assumed there is no need to gather any 

data prior to or on the child's arrival at primary 

school to assist the primary teacher in appropriate 

planning for further development. There may be an 

implicit assumption that the primary teacher has 

knowledge and skills not available to others {preschool 

teachers or parents> which would make it more 

appropriate for the primary teacher to make her own 

judgments on appropriate strategies for further 

development. 
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Criterion 5: Did primary schools use instructional 

methods which would facilitate individual or small group 

teaching based on the foregoing criteria? 

There was a range of instructional methods used across 

the sample. It would appear from the literature which 

had an acceptance across all early childhood settings 

that the child should be the central actor in the 

teaching/learning process. The practice from setting to 

setting varied with the child taking more or less an 

active role in the teaching/learning process. In all 

settings there was some acknowledgment of the need to 

ensure a 

children . 

activities 

range of activities appropriate to young 

All environments allowed for some "free play" 

but it could be argued that in many of the 

environments any learning taking place would be purely 

serendipitous since there did not appear to be any 

planning to ensure that the children were matched with 

play activities aimed at their further development. 

Two of the settings, preschool C and primary school C 

had programmes which provided for continuity between the 

institutions and a methodology which allowed the 

children to proceed at their own pace and with a 

commitment by the staff to intervene to ensure further 

development. These two programmes also had a great deal 

of interaction with the parents to ensure that the 

knowledge which parents have regarding their children 

was also taken into account when planning for children. 
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Criterion S: Was there continuity of parental 

involvement and feedback? 

The continuity of parent involvement ranged across the 

settings from none in primary schools A,B and o to 

varying amounts in the other settings. From discussions 

with parents it was obvious that parents are vitally 

interested in their children's development and have a 

great deal to contribute to the learning process both at 

home and in the preschool and Primary school settings. 

The parents were encouraged and allowed to be involved 

in differing ways and these ways impacted on the 

programmes in which their children were involved. 

In conclusion, only one of the three government primary 

schools met the criteria for individualising instruction 

to any great degree. The other two government schools 

had more similarities with the Catholic school in their 

teaching approach in that they attempted to fit children 

into "batches". 

These results call into question the whole continuous 

enrolment policy. They beg several questions. If 

teachers were better inserviced would they change to 

match their practice to the policy? Is the policy 

practicable? Is it wise? 

Answers to these questions depend on one's understanding 

of why policy and practice in this area, in the main, 

are at variance. The following chapter will attempt to 
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analyse the reasons why. The chapter will advance 

suggestions as to what suitable procedures might be 

followed to ensure children are placed in the best 

possible learning environments so that their development 

might be more in accord with the aims of education. 
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CHAPTER 4 

ANALYSIS AND DISCUSSION: 

It is this writer's contention that changes in school 

procedures should result in better schooling outcomes. 

Changes are always disruptive : they often mean that 

major adjustments have to be made and one must always 

therefore ask whether they are worthwhile. This study 

was designed to ascertain whether the continuous 

enrolment policy adopted in government schools in the 

A.C.T. has resulted in better outcomes for children or 

any other affected parties? 

In the initial discussions with the senior educational 

personnel who were attempting to instigate changes in 

the enrolment policies they made it clear that they saw 

themselves as agents of change . The innovators saw 

continuous enrolment as clearly better, and in line with 

modern educational thinking about the importance of 

individualised instruction. 

The collected empirical data presented in the results 

chapter was used in an attempt to answer the first two 

questions of this study: 

1. What is current classroom practice and does it differ 

according to enrolment policy? and 
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2. The Justification for continuous enrolment rests on 

the assumption that teachers can and do individualise 

instruction. Does this happen? Is this a realistic 

assumption? 

The evidence presented in the preceding chapter 

indicated that the enrolment procedures certainly had an 

impact on classroom practice. The impact of the policy 

varied across the primary schools and preschools. 

The effects of continuous enrolment policy were 

particularly noticeable in the strategies used by 

teachers to manage the day to day routines and the 

grouping of children for the reading programme. 

However, classroom practice did not differ "according to 

enrolment policy" in the sense that those schools 

practising continuous enrolment adopted practices which 

maximised the potential benefit of continuous enrolment 

and recognised the developmental view of the child, and 

of learning, on which continuous enrolment was based. 

One school, school C, did adopt practices which met the 

criteria identified for an effective entry policy, 

Attempts were made to ensure a smooth transition from 

preschool to primary school, attempts were made to gain 

and use knowledge of each child's development as a basis 

for planning, and the teachers used an instructional 

model which facilitated the use of this knowledge as a 

basis for teaching/learning . This school also used 
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parents and students to achieve a low adult:child ratio 

in the classroom thus enabling individualised 

instruction. and it also worked with parents to keep 

them informed and involved in their children's learning 

programme. 

The other two schools practising continuous enrolment. 

and their feeder preschools, adopted practices which 

might be called "damage containment" practices. 

Continuous enrolment was seen primarily as "disruptive" 

of both kinds of institutions and a difficulty for 

teacher and child alike as individual children, rather 

than secure groups, were lifted from one setting to 

another. Teachers identified problems with inducting new 

children into classroom routines and neglecting the 

other children while this was taking place. They also 

indicated that they had difficulty in keeping continuity 

in programming while new children were entering. They 

stated that up until all children were enrolled by mid

July they felt that they were "marking time" whilst 

waiting for all children to commence in primary school. 

There is plenty of evidence in the educational 

literature which indicates that grouping of children is 

a critical factor in teacher expectations and students' 

self esteem in relation to their learning ability. (See 

Fraser. B .. 1986. and Eder, 0., 1983). Much of this 

current 

Rosenthal 

research builds on the original work of 

and Jacobsen (1968) and indicates that. when 
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teachers make Judgments regarding children's competency 

on grounds other than tested performance, there are 

likely to be inappropriate perceptions regarding 

children's competence. Teachers , like others, can be 

swayed by kind of family, sex etc. and the performance 

expectations they associate with these background 

characteristics. These expectations can have a 

detrimental effect on children's performance because 

teachers' expectations are transmitted to children both 

directly <e.g.placement in reading group) and 

indirectly; and as well, other children are quick to 

pick up teachers' perceptions and to echo them in ways 

which affect children's self esteem and views of 

themselves as competent learners. 

In sum, in answer to the first question, this study 

suggests that classroom practice has not changed in 

many schools <2 out of 3 in this study) in order to use 

continuous enrolment to full advantage. Teaching 

practice in these two schools fairly closely resembled 

practice in the control school with annual batch 

enrolment. 

The second rather interlocking question regarding 

whether teachers can and do individualise instruction 

and whether this is a realistic expectation can be 

answered by saying that , except in the case of School C, 

the procedures adopted did not ensure individualised 

instruction. There was only limited evidence that 
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teachers in the primary schools A and B planned for 

individual children on a day to day basis. There was 

evidence that children with identified special needs 

were given individual attention from time to time but 

generally there was no attempt to deliver a programme 

which took account of children other than as part of a 

"batch". 

The processes used in the preschools allowed for 

individualised instruction but even in these 

environments teachers and assistants left much of the 

learning to chance. Except in the case of preschool C 

the programmes did not necessarily meet the ideal of 

building upon individual development by taking into 

account individual levels of competence. In the 

preschool programmes operating in preschools A and B 

teachers generally set out the activities for children 

to choose, but the choice was completely open. If a 

child did not make choices which would facilitate 

developmental goals appropriate for that child then 

staff did not intervene except in exceptional cases. 

It is appropriate now to move on from this summary of 

what this study suggests to discuss why current 

practices persist. 

The third question of this study, "What are the internal 

and external constraints which an enrolment policy needs 

to take into account?" requires insight into 

organisational change. There are a number of approaches 
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in the literature to understanding how organisations 

work and to suggest therefore what is required if 

innovation is to be successful. 

A.H.Huberman a writer who is interested in innovation 

has defined successful innovation as : 

" ..... the creative selection, organisation and 
utilization of human and material resources in new 
and unique ways which will result in the attainment 
of a higher level of achievement for the defined 
goals and objectives." (Huberman. A.M .. 1973. p.5) 

One method of analysis of the change to continuous 

enrolment is to use the methodology outlined in 

Havelock's I.he. Change Agent's Guide .to Innovation .in 

Education <1973>. 

Using Havelock's analysis, the change to continuous 

enrolment will be analysed against the criteria for a 

successful innovation identified in the above quotation. 

Havelock identifies six stages through which an 

innovation must pass in order to meet the criteria for 

success . 

Stage 1 = Relationships: 

In order to be successful the change agents need to 

develop viable relationships with those who will be the 

clients.<Havelock. R.G., 1973, P.43-63> This could be 

seen to have two relevant aspects. Firstly those who 

imposed the changes from above <The A.C.T.Schools 

Authority in attempting to implement the Public Service 
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Board Staffing Criteria> may have had more success if in 

fact their original commitment for inservice and 

information programmes had been met. In fact, little 

inservicing was done and information programmes were not 

developed. The change to continuous enrolment simply 

happened . These strategies may have assisted in the 

development of relationships and support for the 

programmes. 

Secondly, one could argue that the client system for the 

change would be the teachers in both preschools and 

primary schools. Had there been the development of 

mutually acceptable relationships between these two 

groups of professionals then the next stage in the 

process may have been more effective . Instead, the long 

tradition of mistrust and nonunderstanding of each 

other's roles in the education system mitigated against 

the development of structures and relationships which 

would have formed a basis for further working together 

for the attainment of "better schooling outcomes" for 

children. 

The token visiting programme in 3 schools and the doubts 

about the value of sharing information regarding 

children's development is an indication of how poorly 

this stage of the Havelock analysis has been met across 

the study. 

110 



Stage 2 = Diagnosis: 

When diagnosing the "problem to be rectified" it is 

important the change agents use the knowledge and 

skills of the clients. <Havelock. R.G., 1973, p.63-76) 

This did not seem to have been done in relation to 

continuous entry. There were many submissions from 

interested groups in the initial stages of discussion 

over school entry policy, but these submissions and 

their recommendations appear not to have be taken into 

account in the final decision to move to continuous 

entry. 

It may have been that those pushing for change had a 

preconceived notion of what the "problem" was. They 

spoke of it as the entry age to primary school. In the 

opinion of the researcher this was not, in fact. the 

central difficulty. The problem was, rather, 

inappropriate batching practices in primary classrooms. 

If classrooms had been geared to individual children's 

entry behaviour and differing attained skills rather 

than a preconceived notion of "readiness" then the 

question of age of entry would have been relatively 

trivial. 

In view of the submissions received by the parties 

working on the development of a new entry policy for the 

A.C.T. it appeared that there was an unsubstantiated 

assumption that "later is better". There is now a deal 
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of research which calls this assumption into 

question.<See Ashby. G. and Boulton-Lewis. G .. 1985. 

Donaldson. M .• 1983. Porter. R .• 1982) Many of these 

research studies indicate that children's performance 

may have been underestimated in the past and that they 

are capable of much more than they have been given 

credit for when they are put into environments which are 

geared to their own personal previous learning and 

development . 

There did seem to be evidence in the study that this was 

often the case. When. for example the children in 

schools A and B were assigned automatically to the 

"lowest achieving group" on entry to the school there 

were children such as Tran who could have achieved much 

more than was expected of her. Similarly the great deal 

of time "wasted" in schools A and D on "pre-reading" 

activities may have been better used if the environments 

were more geared to the child's individual development 

and previous learning. It was as if the assumption had 

been made that anything which happened in the preschool 

or home setting had had no contribution to the learning 

of reading for these children and that they came to 

school with no skills in reading. From the evidence in 

the results chapter all the children in the study were 

at least "reading" their own names. 

In sum, the diagnosis stage appears to have not been 

effectively carried out as a basis for changing 
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procedures. The "problem" was assumed to be the age of 

the child, not the type of environment which existed in 

the primary school nor the teaching methods by which 

teachers in the primary schools implemented their 

programmes. 

stage 3 = Acquiring Relevant Resources: 

The availability of relevant resources is crucial to any 

innovation. <Havelock, R.G., 1973, p80) Whilst initially 

the solution to the "problem" for kindergarten 

classrooms identified the need for sufficient resource 

allocations to support the changes, these additional 

resources were not available to support classroom 

practice, either with the provision of additional 

personnel or a comprehensive inservice programme which 

would have assisted teachers in primary schools to 

modify their practice to suit the changes. 

stage A= Choosing .the solution: 

With the problem defined, the information collected and 

the implications assessed, the client needs to ·analyse a 

range of implementation alternatives and to decide upon 

potential solutions (Havelock, R.G., 1973, P.97-103). In 

the change to continuous enrolment it seems that there 

was very little input from the likely adopters of the 

innovation . The innovation was imposed from above and 

not as a result of a collaborative effort between 

practitioners who have to implement the policy and the 
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managers who are accountable for the spending of public 

monies. 

Stage 5 = Gaining Acceptance: 

In order to implement a successful innovation it is 

necessary for the initiators to gain acceptance from the 

personnel who will need to implement it. <Havelock, 

R.G., 1973, p.111-132) In this case there would have 

been a need for the principals of primary schools, the 

teachers in kindergarten classes and preschool personnel 

to have been convinced that the proposed change was 

beneficial. This of course did not happen so it is not 

surprising that the acceptance needed to ensure a 

successful innovation was not gained. 

Those who saw themselves as change agents initially, 

particularly those involved on the Jones Committee, had 

no power to ensure that their recommendations were acted 

upon by the Schools Authority - especially in the area 

of inservice work. If this inservice work had been 

implemented effectively, then it is quite likely that 

all those involved would have been convinced that they 

could change their teaching styles to effectively 

implement the changed policy and in that way may have 

accepted the changes. 

Stage 6 = Stabilization and 5elf Renewal: 

In order to maintain the innovation and to continue 
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without outside help, the clients need to develop 

internal capabilities. <Havelock, R.G., 1973, P.133) 

Teachers who were coerced into the new Policies by 

pragmatic responses to staffing pressures are unlikely 

to work creatively on related implementation procedures. 

Although some of the change agents really believed that 

the changes to entry policy would force teachers into 

individualising procedures, this was naive, as 

Havelock's analysis indicates. Most external constraints 

and internal tensions mitigated against teachers 

changing their patterns of instruction to meet the 

changed policies. 

The analysis above somewhat explains the reasons why 

there is a gap between theory and practice but it 

concentrates on problems with the "system'' in the A.C.T. 

and is less than useful in looking at classroom practice 

in the face to face situation. 

Another framework for analysis has been put forward by 

Gross and others in a book titled Implementing 

Organizational Innovations <1971>.In this sociological 

analysis of planned educational change a number of 

reasons why innovations will be less effective than 

envisaged are identified. The reasons identified include 

teachers' lack of clarity about the innovation, their 

lack of the kinds of skills needed to conform to the new 

role models required, the unavailability of required 
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instructional materials and the incompatibility of 

organisational arrangements with the innovation. All of 

these constraints are identified in Havelock's analysis, 

but Gross argues that the lack of motivation of teachers 

to implement the innovation effectively is a critical 

factor . The work of Dan Lortie (1975) also identifies 

this factor as being critical in the effective delivery 

of programmes. 

The study undertaken by this researcher was never 

intended to denigrate the good work and commitment which 

most teachers have to implement programmes which are 

effective and humane . To use "lack of motivation" as a 

reason why programmes are less effective than they could 

be is to fail to value as highly as we should the effort 

which teachers put into their daily work and the 

integrity with which they attempt to translate their 

ideals into daily practice. Throughout all the 

interviews teachers indicated sincerely their wish to do 

a good job for children's learning. 

Some sceptics might argue that the individualised 

instruction rhetoric was never intended to be translated 

into practice because the prime purpose of schooling is 

for social control. (See Connell, R.W. et al .• 1982, and 

Sharp, R .• 1980). This of course, is not a teacher 

purpose. but rather, it is argued, the purpose of those 

powerful enough to influence hegemonic views of 

schooling and to control practices through the pressures 
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of media manipulation. policies and funding. 

There is clearly some truth in this, particularly 

visible through allocation of resources. If in fact the 

community saw the need for individualised instruction 

for small children as a priority issue then it would 

ensure the provision of adequate resources to support 

this practice. As it is, kindergarten ·classes are given 

insufficient resources to make individualised 

instruction easy. Class sizes currently make 

individualised practice almost impossible except for the 

exceptionally energetic and convinced. 

From the teachers' point of view there need not be any 

cynicism at all. They do wish to carry out the 

theoretical principles but they are hampered by a range 

of constraints. particularly insufficient human 

resources. 

The theoretical school which I believe is most relevant 

to understanding why classroom practice has not changed 

wi th continuous enrolment is that of Michael Lipsky and 

his followers. I find Lipsky's argument in Street Level 
Bureaucracv very persuasive in explaining the results of 

this study of classroom practice. He focuses on the gap 

between theory and practice at the interface between 

practitioners and clients. His theory is therefore a 

crucial framework for understanding teacher behaviour. 

as teachers are the practitioners at this interface in 

educational establishments . (See Lipsky, M.. 1980) 
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Michael Lipsky has examined the dilemmas which 

individuals face in public services and has put forward 

a number of reasons which explain why public policy and 

daily practice in human services are often at variance. 

Lipsky defines public service workers who interact 

directly with clients in the course of their jobs and 

who have substantial discretion in the management of 

their tasks as "street level bureaucrats". Although 

Lipsky's study examines the work of social workers, 

public interest laWYers, police officers and teachers, I 

will concentrate on his analysis of the problems which 

confront school teachers and bring out the relevant 

arguments which are applicable to the continuous 

enrolment policy. 

According to Lipsky's definition, teachers are typical 

"street level bureaucrats" since they are relatively 

autonomous in their day to day work in the management of 

their classrooms and the ways in which they implement 

the teaching/learning process. 

There are a number of reasons why teachers as street 

level bureaucrats are unable or unwilling to implement 

ideal policy. Compromises in strategies reflect, not so 

much an unwillingness to leave old traditions. according 

to Lipsky, but rather reflect the constraints under 

which Primary teachers operate. 
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Although street level bureaucrats work at jobs which 

entail high levels of discretion and autonomy they also 

experience conditions which have a deleterious effect on 

their performance. The four factors which greatly impact 

on performance follow: 

1.Resources are chronically inadequate relative to 
the tasks workers are asked to perform ... 

2. Goal expectations for the agencies in which they 
work tend to be ambiguous, vague or conflicting 

3. Performance orientation towards goal achievement 
tends to be difficult if not impossible to measure 

4. Clients are typically non-voluntary. <Lipsky, M., 
1980, P27-28} 

These four factors provide a framework which assists in 

providing reasons why teachers cannot achieve their 

goals in relation to individualising instruction for 

children who enter on a continuous enrolment policy. 

Resources ace. chronically inadequate relative to the 

tasks teachers ar:.e. asked .tc. perform: 

Lipsky states that street level bureaucrats generally 

have large case-loads relative to their 

responsibilities. <Lipsky, M., 1980, P.29) This lack of 

resources both human and material makes for conflict 

between aspirations and achievements. Because human 

resources are limited, the quality of attention given to 

individual clients is of necessity less than that which 

can achieve optimum outcomes. 
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Whilst all of the preschools and primary schools in the 

study were reasonably well resourced with materials and 

equipment there was an inadequacy of paid human 

resources. For example in primary school D there were 

two adults to 50 children. In primary school B the 

kindergarten/transition/first class and the continuous 

kindergarten class both with over 30 children ensured 

that teachers would have difficulty in Planning for 

individuals. Only primary school C overcame this 

inadequacy by the enormous effort required to recruit 

voluntary labour of parents and student teachers. 

Critics of the system from both within and without have 

long argued that kindergarten class sizes should be 

reduced if effective programmes are to be implemented. 

There is evidence in this study to argue that programmes 

were more effective in providing for individual 

children's development when there was an adult:child 

ratio to allow for individual attention. The one school 

which managed to achieve this did not do so through 

extra paid human resources, but by the difficult 

strategy of attracting voluntary labour in the form of 

parents and student teachers. 

When one looks at the preschool adult:child ratio of 1 

teacher and 1 assistant for 25 children Cl to 12-1/2) 

and the additional resource of parent participation in 

those programmes, there seems little validity in a 

staffing formula for the kindergarten class which is 
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vastly different. (1 to 30) 

A second resource which varied across the study was the 

resource of "teacher competency" to implement strategies 

to cater for individual children. Although all teachers 

espoused the developmental approach, most primary 

teachers resorted to the instructional mode in practice. 

There was a commitment to "learning through play" in 

both preschools and Primary schools, but in primary 

schools this methodology was not taken seriously in most 

schools. 

For example, in many of the environments, both preschool 

and primary, any learning which took place as a result 

of the "learning through play" methodology was purely 

accidental and not a result of the careful structuring 

of the pl~y environmeht to ensure development and 

learning. The method was not widely used to achieve the 

goals which were outlined in all of the written material 

provided for parents. Indeed, those children who were 

probably most in need of play activities to facilitate 

development in primary schools A, Band O were the very 

children who were completing set work when those more 

"competent" to complete set work were allowed to play to 

fill in time until the next instructional session. 

Another resource which appeared to be in limited supply 

across the study was the availability of inservice 

training in new methods for implementing the policy and 
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which would assist the closer match between that policy 

and practice. 

Historically teachers who have been trained to work in 

preschools and primary schools have been trained to 

focus on different aspects of development. There was one 

teacher who had worked in both primary schools and 

preschools <the teacher in preschool C> and had been 

trained to teach across the range of children aged 3 - 8 

years. 

There had been a commitment to train or retrain teachers 

to work with the continuous enrolment policy when the 

changes were first suggested. The implementation of this 

commitment had not been followed through to any great 

degree. There have been, of course, programmes for 

teachers to undertake to refine their skills but most of 

the teachers in the study had not taken advantage of 

them. One of the reasons given for this lack of 

attendance at inservice courses was the fact that they 

were often held after school and teachers were not 

surprisingly, too tired to take advantage of them. 

One of the advantages in the researcher's opinion of the 

type of classroom arrangements in primary school C was 

the continued use of student teachers in the programme. 

This would have the advantage of professional dialogue 

between· beginning teachers and more experienced staff 

and the sharing of ideas and techniques would be 

advantageous to both groups, thus assisting teachers to 
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provide appropriate programmes. 

It would appear from the evidence provided in the study 

that teachers were generally on their own in attempting 

to provide the practice which would assist them to 

change the focus of their teaching styles to be more in 

line with the new policy. 

Relatively large classes and the lack of training and 

support make it nearly impossible for teachers to give 

the personal attention necessary for each child to be 

treated individually. This means that the goals of the 

entry policy, ie . individualised instruction, were 

unlikely to be achieved . 

.Gaal expectations .fJl.c. agencies .in which~ i«2Ck .tend 

.to .be ambiguous. vague .c.c confJicting: 

Lipsky argues that street level 

characteristically work with conflicting 

goals. These conflicting goals arise 

expectations which shape the roles of 

<Lipsky, M., 1980, p.40-48} 

bureaucrats 

or ambiguous 

from contrary 

these workers. 

The aim of primary school A, to .. ensure the development 

of his (sic) whole potential", is a good example of vague 

or conflicting goals which teachers are expected to 

implement. On the one hand there is the question of what 

"whole potential" means, and on the other, even when 

defining "whole potential" the teacher is faced with the 
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dilemma of interpreting Just what this translates into 

for day to day teaching goals and strategies. Without a 

clear definition of what this aim means the teacher has 

to decide which particular aspects of the child should 

be developed. what "whole Potential" means to them and 

whether this is in conflict with the society's 

expectation of what the outcomes of a primary school 

might be. 

It may indeed be that the child who really develops its 

full potential may not fit into the society he or she is 

expected to enter. There is a conflict with programming 

for individual development and programming for "fitting 

into" the society the child will enter. These two goals 

are not necessarily mutually exclusive but they do 

indicate the Potential dilemmas for teachers who work 

with goals which can be interpreted in a number of ways. 

Teachers who think in terms of broader social aims live 

daily with the potential contradictions between 

education tor diversity, education for change or 

education for conformity. 

There are a number of issues to which teachers are 

expected to respond in their teaching. For example. 

Australia is now <and has been for many years> a 

multicultural society. Teachers need to decide whether 

they should be encouraging the appreciation of cultures 

other than Anglo-Saxon or whether the most sensible 

thing to do is to encourage conformity to the dominant 
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culture. From the evidence collected there was generally 

a commitment to conformity to the dominant cultural 

values. The researcher does not of course suggest that 

this is the only way in which this issue can be tackled 

but makes the observation of what happens in practice. 

Another issue on which teachers may have conflicting 

goals is the education of the two sexes and how their 

relations with each other should be handled. The Schools 

Authority has definite policies in this area, and these 

policies conflict with the traditions of many families. 

There is indeed, often goal and strategy conflict 

between the expectations of parents and what teachers 

themselves regard as best. It is a truism that many 

parents are concerned with literacy and numeracy. Their 

concerns have been heavily reinforced recently by the 

media. When children enter primary school there is an 

expectation by many parents and the community at large 

that there will be observable results in these areas and 

that these results will be quickly obtained. Primary 

teachers are then in the difficult situation in that 

their own knowledge of children often indicates that 

some children will need different experiences at their 

own reading level from the rest of the group. There will 

be areas of visual perception, aural discrimination, 

tactile experiences and language activities which will 

all need attention before the formal reading programme 

used by the school should be implemented. Yet there is 
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pressure for quick reading and writing "products" <e.g. 

workbooks> of a kind which parents remember from their 

own school days or can easily understand. 

It was obvious from the data collected that there were 

some children. from all the preschools who entered on 

the continuous basis, who needed further experiences 

before the formal reading programme was introduced. This 

was also evident in school D where all children were 

assumed to be at the same level of development when the 

"pre-reading" and "reading" activities were introduced. 

Primary school Chad achieved a programme which ensured 

the development of the skills which parents are 

concerned with but by a method which was appropriate to 

each child 1 s development. 

Pressure to demonstrate that certain skills have been 

attained for progression to the next grade comes from 

within the school as well as from parents. Whilst 

primary schools have discrete classes and children are 

promoted to the next grade the goals for the school and 

the goals for individual children may be confused. The 

policy to group vertically in primary school C and to 

provide transition programmes in schools A and B may 

assist teachers' goals to remain more in tune with each 

child's current level of development and learning. 

Goal conflicts and ambiguity ensure that teachers are 

often in a state of uncertainty regarding practice. This 
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is not necessarily a bad thing but it does indicate one 

of the reasons why there is often a gap between the 

goals set by the school, and what teachers actually do 

in practice. Since schools C and D appeared to have the 

best match between home and school expectations it may 

be that attempts by teachers to communicate more 

effectively with parents may assist in the clarification 

of goals and the lessening of pressure on teachers to 

work with goal diffusion and ambiguity. 

Performance orientation towards s.aal achievement tends 
to be. difficult if no.t. impossible ta measure: 

According to Lipsky, street level bureaucrats often find 

that evaluating programmes involves assessing a range of 

variables over which the practitioner has no control. It 

is therefore difficult to establish meaningful or 

realistic measures. <Lipsky, M., 1980, P.48) 

Part of the problem is the wide range of expectations 

placed upon primary teachers, only some of which are 

measurable with any degree of certainty. It is easy to 

measure whether children can hop on one foot or 

phonically say "c","a","t" for example. It is, however, 

more difficult to measure whether positive self esteem 

is being enhanced, or whether phonics is the best method 

for teaching reading to this child , let alone whether 

children are learning to cope with change or learning to 

fit into society. It is no wonder that when confronted 

with a wide range of goals teachers resort to focusing 
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on a few areas of the curriculum and a few strategies 

for implementation in order to decrease dissonance and 

to make their work practice less stressful. 

Clients ace tvoicaJJv non-voJuntarv: 

Whilst this focus of analysis may have some relevance in 

the high school setting there .does not seem to be any 

value in addressing it in relation to the continuous 

enrolment policy. 

Discretionary powers at teachers: 

According to Lipsky the manner by which "street level 

bureaucrats" exercise their discretionary roles with 

reference to stated policy is both a hindrance and an 

asset to achieving goals. Although they are relatively 

free from day to day supervision this does not infer 

that they are unrestrained by rules and regulations or 

by the accepted norms of their occupation. <Lipsky, M. , 

1980, p.16) 

Theoretically many problems associated with the wide 

discretionary powers which teachers have would disappear 

if these powers were eliminated. However it would be 

virtually impossible to eliminate such powers without 

aaking teaching itself ineffective. 

In the first place, teaching children is complex and any 

attempt to provide detailed instructions on how and what 
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to teach would probably undermine effective practice. 

Each child is different and teachers' responses must be 

related to specific circumstances. In assessing the 

quality of instruction between the four primary schools, 

the researcher was led to the conclusion that the 

practices followed in primary school D <the Catholic 

school> were more related to "standard formulas" than 

any of the other schools and were therefore 

disadvantageous to a large number of children in the 

total group. If in fact we wish to have quality 

programmes then teachers must be allowed to make daily 

decisions which take account of each child's uniqueness. 

Whilst the tasks remain complex and teachers' 

intervention is considered critical for effective 

programmes, discretion and relative autonomy will remain 

characteristic of teaching, 

In general teachers will have different priorities from 

policy makers and principals of schools. At the very 

bottom line teachers will be interested in minimising 

the discomfort of the job and maximising personal 

gratification. Teachers, according to Lipsky, will only 

comply with policy objectives when these objectives are 

considered as legitimate by the teachers who deliver the 

programmes and when other factors such as sufficient 

resources are available to implement .them. Teachers who 

are asked to take part in programmes in which they do 

not believe may in fact resist such policy initiatives 
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and continue to deliver programmes more in keeping with 

what they believe the policy should be or, more 

practically, what they in fact are able to deliver. 

Teachers largely agree with the theory that they should 

have programmes which respond to the individual needs of 

students but, in practice, most will use techniques 

which respond to students as a class. This is because. 

whilst some teachers can develop techniques to cater for 

improved practice. this requires an extraordinary 

effort, particularly to capture and keep happy volunteer 

personnel, and to inservice oneself after the completion 

of a day with thirty young children. Most teachers must 

simply lower their expectations in order to minimise 

dissonance between expectations of the policy makers and 

what really can be practised (without exhaustion and 

with some visible results). 

roNCLUSION: 

The analysis presented in this chapter has attempted to 

clarify some of the reasons why there is a gap between 

ideals and Practice in the delivery of kindergarten 

programmes. The theories which have been examined have 

provided some frameworks for the analysis of what this 

study reported as happening in its case-study schools. 

Many of the reasons put forward are not related to the 

"lack of motivation" by teachers but to the 

circumstances within which they must work. There are 

some things which teachers can do to minimise the gap 
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between theory and practice but there are many 

constraints which hinder the achievement of their goals 

to provide a quality individualised education for young 

children. 

The fourth question as to whether one type of enrolment 

policy is more effective than another will provide the 

basis for the final chapter of this thesis which 

includes some suggestions for a policy of enrolment 

which will assist in the provision of the best quality 

programmes for young children in A.C.T. primary schools. 
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CHAPTER 5 

IHPLICATIONS FOR POLICY 

The fourth question of this study is whether there was 

evidence that one type of enrolment policy results in 

better learning outcomes for children. 

It is not possible to argue from the data collected that 

one or another enrolment policy will result in better 

learning outcomes for children. However, it is possible 

to identify a combination of enrolment policy and 

particular practices which will have a more or less 

positive effect on children's learning. 

It is evident 

effectively if 

that continuous enrolment only works 

two things occur. These are, first, a 

commitment 

supported 

by teachers to individualised instruction, 

by second, the means to provide this type of 

instruction. Except in the case of preschool and primary 

school C these two factors were not present. 

From the evidence in the study it appears that what 

occurred in two of the three government Primary schools 

was the combination of continuous enrolment and "batch" 

teaching and this, in the author's judgement, is not 

successful. 
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Continuous enrolment when coupled with "batch" teaching 

methods results in mutual interference and therefore 

frustrates teachers whilst offering nothing of extra 

value for children. 

This author 

individualised 

potentially of 

would argue for the benefits 

instruction since this method 

great benefit to children for 

of 

is 

the 

following reasons. It allows the teacher to design a 

programme of instruction which builds on the skills 

which the child already has and therefore obviates the 

time wasting and interest wasting practice of reteaching 

things that the child already knows, because others in 

the class still have not grasped those things. Thus the 

teacher ensures that each child continues to learn, 

and maintains enthusiasm and interest, rather than being 

"held back" or "pushed" to keep with the balance of the 

group. This must certainly assist children to develop 

positive self esteem and to see themselves as competent 

learners since the tasks more closely match their 

developmental level. Continuous enrolment when coupled 

with individualised instruction is a very promising 

method of teaching/learning. 

However, if individualised instruction were coupled with 

single entry it would remain an effective method. 

Reflection makes it obvious that it is individualised 

instruction which is critical, not the particular mode 

of entry. Continuous entry has an advantage in that it 
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enables teachers to assess and "get started"" a few 

children at a time. This advantage must be weighed 

against other advantages which accompany a single entry 

policy. 

The advantages of single entry include the following. 

Children move in secure groups between the preschool and 

the primary school levels and those groups are stable 

and therefore secure during the year. Thus a combination 

of individualised instruction and single entry would 

mean both intellectual and social continuity. The social 

disruptions to preschool and primary school which occur 

for both exiting and entering children must be seriously 

considered when adopting an entry policy, because social 

security is very important for young children. 

The evidence provided from School D suggests that the 

single entry policy does provide a secure and stable 

environment for children with social continuity. However 

they were taught in a full "batch" and that method did 

not allow for appropriate intellectual development for 

many of the children in the group. 

My first temptation is to argue for continuous entry on 

the grounds that it will "nudge" teachers into providing 

individualised instruction. Yet the evidence provided by 

this study indicates that this will not necessarily 

happen. I believe this to have been the temptation of 

those who argued for its initial introduction into the 

A.C.T. The previous chapter suggests that things other 
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than "nudging" are prerequisites for real change. 

"Nudging" does not work. 

The A.C.T. government school system now has a problem in 

that it has continuous enrolment but the resources are 

not provided for the kind of teaching (individualised 

instruction> which must be used if continuous enrolment 

is to work effectively. 

To revert to a single entry policy would match with 

common "batch" practice but this would negate many of 

the stated guiding principles of the Schools Authority. 

The one certain strong conviction I keep is that of the 

importance of individualised instruction and the crucial 

need for the A.C.T. Schools Authority to provide the 

resources to bring it about. I am also sure that, if 

this was done the issue of the particular enrolment 

policy would shrink to its real proportions: that of a 

relatively minor matter. 
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APPENDIX 1: 

"RECOMMENDATIONS: 

The basic purposes of this report have been: 

To present the results of an evaluation of the pilot 
scheme on the new entry age and enrolment procedure for 
A.C.T. Government Primary Schools; and to make 
recommendations to the A.C.T. Schools Authority on 
future policy in this area. 

During 1977 in an interim report the Evaluation 
Committee recommended that schools be allowed to 
determine their enrolment procedure within the 
parameters . of school autonomy and within certain 
restricted guidelines. However the Schools Authority in 
rejecting that recommendation, specified that it hoped 
to be able to make a decision on one entry age and one 
enrolment procedure for the system as a whole . 

The evidence from pilot schools, research papers and 
from opinion surveys is that the entry age to any formal 
education should be increased. 

RECOMMENDATION 1: 

THAT NO CHILD SHOULD BE ENROLLED IN A PRIMARY SCHOOL 
UNTIL HE OR SHE REACHES FIVE YEARS OF AGE. 

Further the committee found that in many cases five 
years was not old enough for some children to be 
admitted to primary school. 

RECOMMENDATION 2: 

THAT THERE BE PROVISION FOR SOME CHILDREN OF FIVE YEARS 
OF AGE NOT TO BE AUTOMATICALLY ADMITTED TO PRIMARY 
SCHOOL AND THAT THE STATUTORY AGE REMAIN AT SIX YEARS . 

Very little evidence has been found in the pilot school 
evaluation to support the proposition that there should 
be one enrolment procedure for all schools. The 12 
primary schools in the pilot schemes operate three basic 
enrolment procedures, weekly <continuous), monthly and 
semester. All these schools have adapted their teaching 
methods, school organisation, output to high schools, 
and relationships with preschools and the community to 
suit their enrolment procedure . 

None of the pilot schools wishes to change their 
procedures and all are happy with their present schemes. 
There have been no problems with transfers of children 
between schools to and from interstate or overseas 
caused by the enrolment procedures of the Pilot schools. 
Initially there were problems with pilot preschools but 
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these have been overcome and the relationship between 
preschools and primary schools is now operating 
efficiently and effectively. 

From other sources, however, there has been support for 
a common, system-wide policy on enrolment procedure. 
This has come from the Authority itself, from many non
Pilot primary · schools and from the pre-school 
association. The Teachers' Federation on the other hand 
has adopted a more flexible policy. For information this 
is: 

<a> That no child should be admitted to primary school 
before his fifth birthday but that the statutory school 
starting age should remain at 6. In special 
circumstances schools, on the advice of Counselors and 
Educational Clinics, and following discussions with 
parents, should be able to recommend delayed entry. 

<b> That primary school enrolments be on a semester 
basis with the first intake taking place at the 
commencement of the school year and the second enrolment 
taking place as close to July as practicable. 

<c> That primary schools wishing to practise continuous 
enrolment within the semester guidelines should be 
permitted to do so provided that there has been full 
consultation with the feeder preschool and teachers' 
approval has been obtained. 

<d> That there be one intake to high school. 

<e> That high schools wishing to adopt the practice of 
semester intake should be permitted to do so provided 
full discussions have been held with all feeder Primary 
schools and the approval of the majority of teachers 
concerned has been obtained. CA.C.T. Teachers' 
Federation, 29 April, 1978) 

What are the advantages of implementing a uniform 
enrolment procedure in all A.C.T. primary schools? 

An assumption behind such a proposition is that all 
schools could work equally well with a common enrolment 
procedure: the fallacy of this can be demonstrated by 
the deficiencies of the present two-term intake. The 
problems involved in this system have been well 
documented in the Jones (1976) Report. Basically this 
scheme severely disadvantages the younger students of 
the second term's intake. 

In a similar way any blanket introduction of a new 
common enrolment procedure will inevitably be to the 
disadvantage of a group of children, if not a large 
group of schools. For example, if a semester input was 
adopted what would be the effect? It appears that a 
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semester intake would not be much different from the 
present two-term intake. Thus schools could Just either 
catch children up or delay them six months rather than 
nine months. Is there any benefit in this? Two Pilot 
<semester) schools see themselves keeping the semester 
groups through the end of primary school thus outputting 
in semesters to high schools. There is evidence that 
some high schools might be prepared to accept this but 
most · high schools would not. A further point here is 
that a blanket semester enrolment policy immediately 
disadvantages the other Pilot schools. There would be 
problems in reconverting continuous and monthly entry 
schools to semester, not least of which will be the 
community relationships built up in the implementation 
of the pilot scheme. 

Let us now consider continuous enrolment as a blanket 
policy. This policy has been used for many years in New 
Zealand. Great Britain and South Australia and is the 
subject of another Pilot study in Victoria. Continuous 
enrolment in the A.C.T. pilot schools has been seen to 
cater for individual children. to eliminate to a great 
extent discrimination against children because of birth 
date, to facilitate non-graded classrooms at least in 
early childhood areas and to allow flexibility to 
schools in teaching operations . Continuous enrolment is 
seen by others to be disadvantageous to schools 
operating in the traditional single class. lock-step 
grade system that does exist in many A.C.T. schools. It 
must also be said that many school administrators and 
school boards are not in favour of continuous enrolment. 

Various advantages and disadvantages of semester, 
continuous and monthly enrolment are detailed in this 
report. It must, therefore, be fully recognised that in 
fact A.C.T. primary schools are not all the same. The 
A.C.T. system is and has encouraged autonomy in school
based decision making. Autonomy in curriculum. in 
distribution of resources, in pupil assessment, in 
reporting to parents, in timetabling, in time of the 
school day and many other areas is a feature of the 
system. 

Consider in this context what has already happened. 
Given in 1976 a set of guidelines on enrolment 
procedures in the Jones Report; 12 schools made their 
own decisions on which procedure to adopt and asked the 
Authority for approval. 

The Pilot schools are all happy with and want to 
continue with their particular enrolment procedure. 
There were a few initial complaints from parents but 
only two official complaints in 1978. There have been no 
problems either with transfer intra system from Pilot to 
other schools or vice versa. The possible chaos of 
transfer has simply not occurred. Interstate transfers 
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have also not been a problem. All this for a good 
reason. A.C.T. schools are used to a high level of 
transfers anyWay and have learnt to place children into 
schools on their own criteria and judgments. So small 
differences in the system are easily coped with. Further 
many states are changing to five years plus as well as 
experimenting with different enrolment procedures. The 
A.C.T. is not , because of diversity, out of step with 
the rest of Australia. In fact the opposite appears to 
be the case . 

The Evaluation Committee would prefer to recommend a 
flexible enrolment policy within a minimum entry age of 
five years. However, the Schools Authority (1977) has 
requested the Committee to recommend on one enrolment 
procedure. On the evidence from the pilot project and 
from the literature and New Zealand experience the 
Evaluation Committee recommends: 

RECOMMENDATION 3: 

THAT CONTINUOUS ENROLMENT ON FIFTH BIRTHDAY OR IN THE 
WEEK FOLLOWING BE PRACTISED IN A.C.T. SCHOOLS. 

As a consequence of this recommendation and taking into 
account other evidence reported herein the following are 
other recommendations: 

RECOMMENDATION 4: 

THAT THERE BE CLOSE LIAISON BETWEEN PRESCHOOLS AND 
PRIMARY SCHOOLS IN ALL MATTERS RELATING TO EDUCATION OF 
CHILDREN ANO TRANSFER BETWEEN SCHOOLS. 

RECOMMENDATION 5 : 

THAT THE NEW POLICY BE ADOPTED FROM THE COMMENCEMENT OF 
THE 1979 SCHOOL YEAR. 

RECOMMENDATION 6: 

THAT A SMALL COMMITTEE BE SET UP TO DETERMINE 
IMPLEMENTATION OF THE NEW POLICY IN THE FOLLOWING AREAS: 

INSERVICE NEEDS 
CONSULTANT ADVICE 
DISSEMINATION OF INFORMATION 
STAFFING 
BUILDINGS 
TIMETABLE OF IMPLEMENTATION 
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The Committee might comprise representatives from: 

OPERATIONS BRANCH (convenor) 
CURRICULUM ADVICE 
SCHOOL STAFFING 
PLANNING BRANCH 
PRESCHOOLS OFFICE 
PRIMARY PRINCIPALS 

In the following sections the context. philosophical 
considerations and implications and implementation of 
these recommendations is discussed." <A.C.T. Primary 
School Entry Age Policy and Enrolment Procedure -
Evaluation Report. June 1978>. 
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