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During	   the	   production	   of	   this	   Report,	   the	   Australian	   Early	   Development	   Index	   (AEDI)	  
formally	   became	   known	   as	   the	   Australian	   Early	   Development	   Census	   (AEDC).	   Where	   we	  
discuss	   the	   data	   from	   2009	   to	   2012	  we	   refer	   to	   the	   Australian	   Early	   Development	   Index	  
(AEDI)	  as	  it	  was	  known	  during	  this	  period.	  In	  the	  Framework	  section	  of	  this	  Report	  we	  refer	  
to	   the	   Australian	   Early	   Development	   Census	   (AEDC),	   as	   is	   consistent	   with	   the	   forward	  
looking	  and	  action-‐focussed	  nature	  of	  this	  framework.	  

 
How it started 
___________________________________________________________________________

In 2013, members of the Port Stephens Child and Family Network made a collective in-
principle commitment to the ‘close the gap’ in terms of outcomes for Aboriginal children, 
families and communities.   

As a means of progressing action around this commitment, a Project Reference Group was 
formed and the priority outcome of ‘school-readiness for Aboriginal children’ was determined 
as a focus.  Through funding from FamS (NSW Family Services Inc.) as part of the NSW 
Family and Community Services Keep Them Safe strategy, and the auspice of The Smith 
Family’s Communities for Children Raymond Terrace and Karuah, a Research Officer was 
engaged to look at the data and evidence around readiness for school, to consult with local 
stakeholders, and to develop a local framework for action.  

The information contained in this document is the culmination of this work. Over the course 
of four months we consulted with children, health services, primary schools, early learning 
environments, parents, community and family support services.  We analysed the available 
data related to school-readiness for Aboriginal children. We reviewed national and 
international literature from 2010 – 2014 using key terms such as: 

readiness	   for	   school,	   transition	   to	   school,	   Aboriginal	   children,	   kindergarten,	   Aboriginal	  
education,	  working	  with	  Aboriginal	  families,	  research	  with	  Aboriginal	  communities.	  	  	  	  	  	  	  	  	  	  

We looked at local and national practices and we developed a Framework for Action to 
guide, unite and focus our efforts for the next three years. Our Framework is  called 
Ready, Set,  Go.  

How to use this report   
The research contained in ‘The story so far’ section provides data and evidence that can 
support funding applications. This section, together with the consultation feedback, shapes 
the Ready, Set, Go Framework’s Goals, Strategies and Actions.   
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The ‘Stories of practice’ section showcases innovative and evidence informed approaches to 
school-readiness and transition to school.  Some of the strategies presented in these stories 
will be familiar because they mirror our local practices.  Others model practice that we hope 
will inform the development of new strategies and actions. 

What happens now?   
The Ready, Set, Go Framework provides a basis on which to develop a Collective Impact 
approach to school-readiness for Aboriginal children. To realise this, stakeholders such as the 
Ready, Set, Go Project Reference Group, the Port Stephens Child and Family Network and 
other local committees and multi-agencies will need to nominate, support and leverage the 
resourcing of a “backbone organisation” to oversee the implementation of the Framework. A 
backbone organisation is one of the five conditions for Collective Impact and whilst 
organisations and professionals can certainly take action based on Ready, Set, Go, as a 
community we hope to be able to create all five conditions for Collective Impactii within the 
three year Framework period. We hope that you will embrace the opportunity to be part of 
collective action where possible and in whatever capacity you can.  

Before and beyond this, there is much that you can do. Please use the Ready, Set, Go 
Framework to inform conversations within and around your organisation about how best to 
support school-readiness for Aboriginal children.  Consider auditing your existing programs 
against this Framework.  Include readiness for school in meeting agendas and strategic 
planning. Consider a Statement of Commitment to supporting Aboriginal children to be 
ready for school and to reach their potential.    

‘We	  can’t	  stop	  along	  the	  way	  or	  we	  will	  go	  back	  to	  where	  we	  were.’ 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  [Henry,	  Aboriginal	  Education	  Assistant]iii	  
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The story so far 
__________________________________________________________________________________

Terminology: what does it mean?  
Readiness for school and school transition are two terms that are often used interchangeably. 
But what do they really mean?  We often confuse a child’s readiness to learn (cognitive skills) 
with their readiness for school (being able to operate successfully within a formal school 
environment) (McTurk et al 2011).   

Readiness describes the characteristics that children possess which are believed to support 
learning in a formal school environment.  The question that accompanies readiness is, “Are 
children ‘ready’ for school or not?” However, there is no national agreement on a definition of 
school-readiness (Dockett, Perry and Kearney, 2010).  The NSW Department of Education 
and Communities offers online advice for parents and caregivers listing a range of literacy and 
numeracy skills as well as social, physical and personal skills that children are encouraged to 
develop prior to starting school 
(http://www.schools.nsw.edu.au/gotoschool/primary/prepareforkindi.php).    

In their work on school-readiness and Aboriginal children, authors Dockett, Perry and 
Kearney reflect on a holistic or ecological definition of school-readiness (2010).  Such a view 
removes the focus from what a child can or cannot do and positions the child at the centre of a 
web: “recognising the interplay of children’s individual characteristics and the contexts in 
which they live, and have lived, as they grow and develop” (Dockett, Perry and Kearney, 2010; 
1).  This follows a shift in thinking from a deficit to a strengths-based approach to school-
readiness where the focus becomes one of ready-schools, ready-communities and 
ready-families (Mason-Whyte, 2013; Dockett et al, 2010; McTurk et. al, 2011) 

An	   ‘ecological’	   view	   of	   school-‐readiness	   encompasses	   more	   than	   the	   skills	   and	  
attributes	   of	   the	   individual	   child,	   focusing	   instead	   on	   the	   influence	   of	   family,	  
community,	   school,	   and	   services	   on	   children’s	   readiness	   for	   school	   (McTurk	   et.	   al	  
2011).	  

Transition refers to activities or programs designed to orient new students and their families 
to the environment of school (Dockett & Perry, 2013).  These vary from one school to the next 
but can include play-based excursions to the school held throughout the year (for example 
teddy bear’s picnics or sporting carnivals) to formal orientation programs run over a number 
of weeks in Term 4 where activities orient students to their new school setting both with and 
without their parents.   
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Dockett refers to transition to school as: 

• Unique to each child 
• A major transition for other stakeholders (parents, teachers, siblings) 
• An unavoidable life (and lifelong) event 
• Not always easy: ‘transition’ is not meant to be smooth 
• Providing approaches that will support children to cope with change  
• Valuing the role of educators, parents and young people as agents in transition 

(Dockett 2014) 

Data: what does it tell us/ what doesn’t it tell us? 
There are a number of data sets that collect information on the ‘school-readiness’ of Australian 
children. It’s important to acknowledge that this data provides valuable insight into the 
school-readiness of Aboriginal children at various scales (from the local to the national), and 
therefore informs development of strategies and programs to support children to succeed in 
starting and continuing school. We have, however, taken a critical view of the data sets and 
considered the relative strengths and limitations of each in assessing the school-readiness of 
Aboriginal children. This view has been informed by the realities of data capture and 
availability for Raymond Terrace and Karuah, by the analysis provided through the literature 
review and, to some extent, through consideration of the viewpoints of the Aboriginal parents 
and young people who we spoke with about starting school and school-readiness. The critical 
view can be summarised as: 

- Each data set assesses school-readiness in a different way;  

- Data and data collection techniques are sometimes contested in terms of their ability to 
accurately and appropriately measure the knowledge and skills of Aboriginal and Torres 
Strait Islander Children; and,  

- Measurements such as the Australian Early Development Index (AEDI) assess vulnerability 
as opposed to strengths (whether of the child, family or community as the broader ‘ecology’).  

These data sets are outlined in the table below where we have provided an indicative 
summary of the relative strengths and limitations in assessing the school-readiness of 
Aboriginal children.   

 

 

 

 

 



	   9	  

 

Table 1 A comparison of data sets 

 

 

 

 
 
 

Australian Early 
Development Index 

 
Teacher-completed 

assessment of 5 year olds 
across 5 domains (physical 

health and wellbeing, 
social competence, 

emotional maturity, 
language and cognitive 
skills, communication 

skills and general 
knowledge) 

ü Publically available data at an LGA and 
community level 

ü Assesses development across a number of 
domains (not limited to literacy and numeracy) 

ü Tracks change every three years 
 
û A vulnerability measure 
û Criticism surrounding the cultural 

appropriateness of the measurement tools for 
Aboriginal children 
 

 
 

 
 

Best Start Assessment 
 

Teacher-completed literacy 
and numeracy assessment 
of Kindergarten students. 

ü Local, school level data 
ü Provides a tool for curriculum differentiation  
ü Provides a tool for observational assessment 

 
û Not publically available 
û Criticism surrounding the cultural 

appropriateness of the measurement tools for 
Aboriginal children 

û Has a public perception as a vulnerability 
measure 

 

 
 
 

Longitudinal Study of 
Australian Children: 
Growing Up Strong 

 
Children complete two 
school-readiness tests: 

 
• Who Am I (WAI) a 

measure of pre-literacy 
and numeracy and  

• the Peabody Picture 
Vocabulary Test-III 

(PPVT-111) a measure 
of receptive language 

skills 
 

ü Tracks the same children and families every two 
yearsiv 

ü Publically available data 
ü Takes an holistic approach to child development 

 
û Data not available at a Port Stephens Level 

 

 

 
 
 

Longitudinal Study of 
Indigenous Children: 
Footprints in Time 

 
School-readiness is 

measured using the Who 
Am I (WAI) pre-literacy 

and numeracy test and the 
study draws on AEDI data 

ü Tracks the same children and families every two 
years 

ü Takes an holistic approach to child development 
ü Research design and tools specifically 

developed for Aboriginal children and families 
ü Strengths-based measure 

 
û Data not available at a Port Stephens Level 
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The Longitudinal Study of Indigenous Children (LSIC) is an important and unique data set.  
For more than four years researchers have been talking to over 1,200 Aboriginal and Torres 
Strait Islander families in a number of communities throughout Australia.  An important 
feature of this research is the cultural appropriateness of the research design and methods and 
the strong relationships between the Research Administration Assistants, who collect the 
data, and the participating families.   

For our Framework for Action: Ready, Set, Go LSIC provides us with a lens through to 
which to focus our experiences, assumptions and strategies for action. We encourage 
users of  the Ready, Set,  Go  Framework to meaningfully review this data,  and 
consider this as an opportunity for future workshops and professional 
development groups including in relation to developing cultural  competency.         

One of the measures for school-readiness administered through LSIC is the Who Am I 
(WAI) pre-literacy and numeracy test.  The Wave Four data demonstrated that: 

• Children who had better access to a wide range of educational and economic 
resources had higher scores 

• Children whose primary carer received education or training beyond year 10 scored 
higher on the WAI than other children 

• Children with access to children’s books in the home had higher scores 
• Children who used a computer at school or home had higher scores  

LSIC also looks at social skills as a marker of school-readiness.  Researchers accessing the 
data found that: 

[…] children whose primary carer had a strong Aboriginal or Torres Strait Islander 
identity and children who spent quality time with their families in activities such as 
reading, storytelling or drawing had fewer social, emotional and behavioural 
difficulties and were better prepared for school (Armstrong et al., 2012). These factors 
may help children overcome some of the difficulties associated with living in a 
disadvantaged area (9) 

Research and reports arising from the Longitudinal Study of Australian Children (LSAC) 
and the Longitudinal Study of Indigenous Children (LSIC) are publically available and can 
be found here. http://flosse.dss.gov.au/fahcsiajspui/advanced-search 
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How do we talk about school-readiness? 
Consultation and data 

Table 2 (above) Summary of consultation and desk top data  

	  
From	  schools:	  	  	  

All	  schools	  discussed	  
challenges	  associated	  with	  
expressive	  and	  recepXve	  
language.	  	  	  Their	  focus	  
was	  less	  on	  literacy	  and	  
numeracy	  skills	  	  as	  a	  sign	  
of	  readiness	  and	  more	  on	  
the	  ability	  of	  students	  to	  
express	  themselves	  and	  
understand	  what	  is	  being	  
said	  to	  them.	  Expressed	  a	  
keeness	  to	  work	  with	  

families	  	  

From	  children:	  
Students	  spoke	  about	  

posiXve	  relaXonships	  with	  
teachers	  and	  detailed	  
memories	  of	  the	  layout	  
and	  structure	  of	  the	  

school	  environment	  (from	  
the	  layout	  of	  classrooms	  
to	  maps	  of	  the	  school	  
geography).	  	  They	  

referred	  to	  readiness	  
traits	  as	  self	  confidence,	  
listening,	  respec[ul	  

relaXonships,	  standing	  up	  
for	  yourself.	  	  One	  student	  
also	  menXoned	  that	  the	  

canteen	  food	  was	  
awesome!	  

	  
	  

From	  parents:	  
Some	  parents	  talked	  

about	  knowing	  that	  their	  
children	  were	  ready	  for	  
school	  because	  they	  were	  
strong.	  	  Mothers	  talked	  
about	  the	  confidence	  and	  
independence	  of	  their	  

children	  on	  starXng	  school	  
but	  that	  it	  was	  a	  

challenging	  Xme	  for	  them	  
as	  parents.	  

	  

	  
From	  AEDI:	  

This	  data	  set	  pointed	  to	  
an	  increase	  in	  

vulnerability	  in	  the	  
domains	  of	  'social	  
competence';	  

'communicaXon	  skills	  
and	  general	  knowledge';	  
and	  'physical	  health	  and	  
wellbeing'	  between	  

2009-‐2012'	  

	  
From	  early	  learning	  

providers:	  	  
Educators	  in	  early	  learning	  

se`ngs	  pointed	  to	  
differences	  between	  
preschool	  and	  school	  

environments	  in	  terms	  of	  
approaches	  to	  children	  and	  
families,	  and	  educaXonal	  
philosophies.	  They	  viewed	  
readiness	  whollisXcally	  and	  
with	  some	  awareness	  of	  the	  

child's	  ecology	  	  
	  	  

From	  services:	  
Some	  services	  talked	  

about	  parental	  anxieXes	  
around	  starXng	  school	  
(especially	  in	  relaXon	  to	  
Best	  Start	  Assessment).	  	  
Services	  ocen	  acted	  as	  

advocates	  in	  the	  
relaXonship	  between	  
home	  and	  school.	  	  

Services	  spoke	  about	  
expressive	  and	  recepXve	  
language	  challenges.	  	  
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In the course of this project we were able to consult with: 

• 4 primary schools 
• 4 school principals 
• 3 kindergarten teachers 
• 3 early learning environments 
• 16 Aboriginal young people 
• parents 
• school-based instructional leaders and student learning support officers 
• Aboriginal student liaison officer 
• 2 schools-as-community centres 
• 9 health services 
• 6 community service organisations 

One of the challenges of a project of this time-frame is developing meaningful connections 
with parents and families for consultation.  As a result, we had few formal conversations with 
Aboriginal families.  However, we did manage to gain an insight into the family perspective 
through engaging with families at events, speaking with services about their own 
conversations with parents and carers, and through speaking with a number of professionals 
operating in dual roles also as Aboriginal parents.  

According to the AEDI data the majority of Aboriginal children in Port Stephens are 
developmentally on track (see Table 3 below).  Data for the Ready, Set, Go Framework needs 
to be looked at across a Region level in order to capture data specific to Aboriginal children.  
Population numbers are too small to allow access to the community data captured in 
Raymond Terrace and Karuah.  One benefit of viewing the AEDI data at a Region level is 
being able to compare and cross-analyse the AEDI with other Region Level data sets such as 
the Australian Bureau of Statistics Census Data by Local Government Area and NSW 
Health Statistics by Local Government Area.   

The numbers of Aboriginal children developmentally vulnerable or at risk are also too small 
for publication.  However, the comparison of data from 2009 to 2012 throws a light across 
those domains where ‘On Track’ numbers have fallen. 

 

 

 

 

 

 

13%	  of	  the	  Aboriginal	  population	  in	  Port	  
Stephens	  is	  aged	  0-‐4	  years	  

25%	  of	  the	  Aboriginal	  population	  in	  Port	  
Stephens	  is	  aged	  5-‐14	  years	  

ABS	  2011	  

	  

86	  Aboriginal	  children	  attended	  
preschool	  in	  2011	  

ABS	  2011	  
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  Table 3: Summary of AEDI data for Port Stephens  

Port	  Stephens	  Aboriginal	  Cohort	  
	  	   Year	   On	  Track	  

Physical	  Health	  &	  Wellbeing	  
2009	   72.6%	  

2012	   62%	  

Social	  Competence	  
2009	   73.5%	  

2012	   59.1%	  

Emotional	  Maturity	  
2009	   73.4%	  

2012	   72.7%	  

Language	  &	  Cognitive	  Skills	  
2009	   65.3%	  

2012	   60.6%	  

Communication	  skills	  &	  General	  Knowledge	  
2009	   79.6%	  

2012	   57.5%	  
 

Services and schools talked about the challenges faced by both Aboriginal and non-
Aboriginal children in Port Stephens in relation to expressive and receptive language.   Table 
4 below lists some of the characteristics and associated challenges of expressive and receptive 
language.    

 

 

 

 

 

 

 

 

 

21%	  of	  Aboriginal	  people	  in	  Port	  
Stephens	  in	  2011	  had	  completed	  Year	  12,	  
or	  equivalent	  

36%	  of	  Aboriginal	  people	  in	  Port	  
Stephens	  in	  2011	  had	  completed	  Year	  10,	  
or	  equivalent	  

ABS	  2011	  
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Table 4: Expressive and Receptive Language 

https://www.eduweb.vic.gov.au/edulibrary/public/teachlearn/student/lspproflearnguide1.pdf 

 

The challenges faced by children in our community in speaking and being able to understand 
what is being said to them can be seen reflected in AEDI domains of ‘social competence’ and 
‘communication skills and general knowledge’ in the Port Stephens region.   

Table 5: Change in vulnerability of Aboriginal Children in Port Stephens LGA 2009 - 2012 (AEDI) 

Expressive Language 
Challenges 

• Limited vocabulary, often restricted to high frequency short 
words 

• Word-finding difficulties 
• Immature grammatical skills 
• Fewer complex sentences 
• Discourse lacking logical sequence 
• Difficulty with conversational skills (e.g. staying on topic) 
• Difficulty recalling and retelling details of a past event 
• Producing awkward sentences 

Receptive Language 
Challenges 

• Limited vocabulary comprehension 
• Difficulty understanding verbal instructions 
• Difficulty reading non-verbal cues (e.g. tone of voice and facial 

expressions) 
• Difficulty understanding jokes or figurative language (e.g. 

“You’re pulling my leg”) 
Associated Challenges • Poor organisational skills (e.g. forgets belongings) 

• Low Self-esteem 
• Confusion due to misunderstanding what is being said around 

them. 
• Behavioural difficulties that may arise from continual social 

and educational failure (including acting out as well as 
withdrawal) 

• Difficulty making and maintaining friendships 
• Difficulty maintaining attention 
• Difficulty expressing feelings 
• Difficulty understanding concepts 
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Table 6 below lists the vulnerability characteristics of these domains.  When viewed next to 
the Receptive and Expressive Language Table 4 above, the similarity between (a) these 
domain measures and (b) receptive and expressive language challenges become clear. 

Table 6: Characteristics of Vulnerabilities against AEDI domains 

Physical Health & Wellbeing Communication skills and 
general knowledge 

 Social competence 

Have at least sometimes 
experienced coming unprepared 
for school by being dressed 
inappropriately, hungry or tired 

Range from being average to 
very poor in effective 
communication, may have 
difficulty in participating in 
games involving the use of 
language, may be difficult to 
understand and/or have 
difficulty understanding others 
and may show little general 
knowledge 

Have average to poor overall 
social skills, low self-
confidence and are rarely able 
to play with various children 
and interact cooperatively 

Range from those who have not 
developed one of the three skills 
(independence, handedness, 
coordination), to those who 
have not developed any of these 
skills 

 Only sometimes or never accept 
responsibility for actions, show 
respect for others and for 
property, demonstrates self-
control, and are rarely able to 
follow rules and take care of 
materials 

Range from those who have an 
average ability to perform skills 
requiring gross and fine motor 
competence and good or 
average overall energy levels 
and physical skills, to poor fine 
and gross motor skills and poor 
energy levels and physical skills 
(note, being ‘on track’ requires 
“excellent” skills and energy 
levels)  

Only sometimes or never work 
neatly, independently, are rarely 
able to solve problems, follow 
class routines and do not easily 
adjust to changes in routines 
Only sometimes or never show 
curiosity about the world, and 
are rarely eager to explore new 
books, toys or unfamiliar 
objects and games 

 

Physical	  health	  &	  
wellbeing	  

	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  13%	  

CommunicaXon	  

	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  15%	  

Social	  
competence	  
	  
	  	  	  	  	  	  16.7%	  
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Informed by the consultation and AEDI data a number of the actions outlined in the Ready, 
Set, Go Framework focus specifically on language.  This focused approach also aims to 
address community feedback which identified the breadth of issues related to school-
readiness and the ability for a Framework for Action to create impact across this breadth: 
basically, the question of ‘where do we start?’ In addition we have focused the strategies and 
actions outlined in the Framework towards a strengths-based approach. 

A strengths-based approach assumes that children are already learners.  It focuses on 
the strengths and knowledge that children bring with them into new environments 
(McTurk et al) 

 

 

What does a strengths-based approach mean in practice?   

• recognising and valuing the presence of the protective factors which contribute to 
building resilient young Aboriginal and Torres Strait Islander children (shared activities, 
family support, strong cultural identity, health, positive self-identity) 

• supporting teachers in gaining a better understanding of the cultural knowledge their 
students bring to school  

• acknowledging and honouring cultural identity and diversity and incorporating 
Aboriginal and Torres Strait Islander standpoints into the curriculum 

• recognising the skills and expertise that exist in the community to support Aboriginal and 
Torres Strait Islander children, and making the school culturally safe and welcoming for 
parents and carers and community members 

• scaffolding activities so that there is a logical and supported progression from an existing 
skill to a new one.  

• approaching strengths as dynamic qualities that can be developed over time (Lopez and 
Louis, 2009) rather than as static elements that receive short-term or intermittent 
attention  

• developing resources and activities that reinforce the knowledge and understandings and 
skills that already exist in children 

• developing appropriate assessments that reflect a strengths-based approach, in which 
children can experience success, show what they can do, learn from what they cannot yet 
do, grow in confidence and look forward to the next challenge that is presented 

• having high expectations of Aboriginal and Torres Strait Islander students 
• acknowledging and embracing Aboriginal leadership in schools and school communities 
• being prepared to use innovative and dynamic school and staffing models in complex 

social and cultural contexts. 

(Armstrong et al. 2012, 31-32)  

620	  Aboriginal	  households	  in	  Port	  
Stephens	  in	  2011	  had	  an	  Internet	  
connection	  

ABS	  2011	  

	  

Median	  age	  for	  Aboriginal	  people	  in	  Port	  
Stephens	  in	  2011	  is	  19	  years	  of	  age	  

ABS	  2011	  
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Stories of practice  
Below is a summary of evidence-informed programs and initiatives that in there various 
localities have resulted in more Aboriginal children having positive starts to school and/ or 
achieving success at school. These have been determined to have applicability to the Ready, 
Set, Go Framework for Raymond Terrace and Karuah. Pleasingly, elements of many of these 
evidence-informed programs are reflected in the stories of local practice and therefore 
represent an opportunity for sharing, strengthening, growing, scaling-up and formalising 
within our local community.  
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Stories of Practice 

Who?   NSW Board of Studies, Gilgandra Primary School, Gilgandra High School and the local Aboriginal 
community.1 

Key to S uccess:   Building school-community capacity.  Engaging the Aboriginal community in school 
curriculum development.   

What  did  they do ? 

 Formed “learning teams” comprised of Aboriginal community members, teachers and Aboriginal Education 
staff who were tasked with the planning and delivery of a context-based mathematics curriculum.   

 Identified a local area of significance to the Aboriginal community and developed a set of mathematics activities 
based on the location, which also incorporated historical perspectives. 

 Through shared discussions the learning team came to a deeper understanding of the issues of both Aboriginal 
education and Aboriginal mathematical learning that influenced student achievement. The facilitation of the 
learning team meetings between community and teachers was the single biggest influence in raising the teachers’ 
awareness of issues relating to Aboriginal students’ success 

http://ab-ed.boardofstudies.nsw.edu.au/files/community_capacity_research_project.pdf 
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Who?  Umina Long Day Care   

Key to S uccess?  Relationships 

What  do  they do ? 

Families are encouraged to bring an item of comfort and a family photo for the community board to build “a 
sense of home and connection to their family”. 

Educators make personal phone calls to families to let them know how their child is settling into the new 
environment. 

Their approach to school-readiness involves instilling a strong sense of self and resilience within each child.   

In their first year of Kindergarten former pre-schoolers are invited back to the Centre to share their learning 
about school with staff and pre-schoolers. 

http://www.earlychildhoodaustralia.org.au/nqsplp/resources/case-studies/transitions-between-groups-settings-
and-beyond/ 

Who?  MLC Kindle 

Key to S uccess: Placing families at the centre of the transition process 

What  do  they do ? 

’Home Visits’ Program: This social program is embedded within the curriculum of the centre and strengthens 
the partnership with families by learning more about the child, their family and culture.  The visits can occur 
throughout the year at a time appropriate to the family 

Transition Learning and Development Statements are prepared by early childhood educators for the school 
classroom teacher to assist with transition. 

Effective communication strategies between parents, early learning educators and teachers and crucial to 
transition 

http://www.earlychildhoodaustralia.org.au/nqsplp/resources/case-studies/transitions-between-groups-settings-
and-beyond/on support. 

 

Who?  Professor Collette Tayler, Gumala Aboriginal Corporation 3A Early Childhood Learning Project 

Key to S ucces s?  Families as first teachers  

What  do  they do ? 

Develop culturally appropriate learning games and conversational reading books with families for use at home 
and in early years settings. 

The 3A program is based on the American Abecedarian approach pioneered by Professor Sparling but 
adapted to the Australian setting and particularly Aboriginal communities. 

The project not only involves a partnership with the University of Melbourne’s Graduate School of Education 
but also the Faculty of Architecture who worked with the community to design and build early childhood spaces 
based on local needs. 

http://voice.unimelb.edu.au/volume-10/number-1/learning-early-years 

http://voice.unimelb.edu.au/volume-8/number-8/supporting-learning-wakathuni 

http://www.gumala.com.au/assets/a-new-chapter-unfolds.pdf 
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The Framework 
___________________________________________________________________________ 

This project was conceptualised as a collective approach to supporting Aboriginal children to be 
ready for primary school in Raymond Terrace and Karuah.  Collective Impact formalises cooperative 
and collaborative approaches to service delivery and community impact and identifies five conditions, 
being: a community working together on a common agenda with shared measurement, continuous 
communication, mutually reinforcing activities, and with a backbone organisation (Kania & Kramer, 
2011 also see http://collectiveimpactaustralia.com/).    

This framework has been developed through a review of current research, available baseline data and 
community consultation.  It is intended to inspire and enable a Collective Impact approach in 
Raymond Terrace and Karuah.   

Commitment to  this  framework is  a  commitment to  supporting Aboriginal  chi ldren 
to reach their  ful l  potential .   Commitment to  this  framework is  a  commitment to  
working col laboratively  in  very  real  ways which hold al l  of  our organisations 
accountable  to  closing the gap in  terms of  outcomes for  Aboriginal  chi ldren,  famil ies  
and communities.     

The framework is built on the foundation of four goals: 

• Aboriginal  Children ’s  famil ies  wil l  be valued as  their  chi ld ’s  f irst  and l i fe long 
teachers  

• Our community  wil l  be ready to support  our Aboriginal  chi ldren as  l i fe long 
learners  

• Our early  learning environments wil l  be ready to support  Aboriginal  chi ldren 
to reach their  ful l  potential  

• Our primary schools  wil l  be ready to  support  Aboriginal  chi ldren to reach 
their  ful l  potential  

The strategies and actions outlined to accomplish these goals are intended to be implemented over a 
three-year period.   This time frame has been chosen to align the Framework to the next collection of 
AEDI data.  Some strategies and actions build on existing efforts already underway and others 
require varying degrees of investment and new ways of thinking and working.   

How do you use this Framework?   
Participating education, health and community partners will work together to align their strategic 
plans, programs and activities to the goals, strategies and actions outlined in the next couple of pages. 
It is hoped that families also work alongside and with us and guide our efforts as they are the experts 
in their own lives and culture.  

Please refer also to ‘How to use this Report’ and ‘What happens now’ above. 
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Each strategy is coded as followsv: 

INVESTMENT OF FUNDS – THE STRATEGY REQUIRES: 

$  low-cost/ no-cost 

$$  moderate new funding (including staff time to implement strategy) 

$$$   large investment of new funding, including implementation costs   
           and staff time 

 

DEGREE OF COOPERATION, COORDINATION OR COLLABORATIONvi  – 
THE STRATEGY REQUIRES: 

 little or no change in how we work together for implementation, requires 
cooperation and some coordination  

 moderate change in how we work together, moving from cooperation to 
coordination and some collaborative approaches  

 significant new approaches to working together through formal collaborations 
that have lasting impact on the service system  

 

 

 

 

 

 

 


