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Abstract 
The transition from one’s home to kindergarten is one of the first transitions during childhood and, at 
the same time, the most challenging one for the child. Contemporary discourses in the field of 
childhood transitions indicate that this is a very complex process that has a multi-level impact on the 
child that is determined by a number of different factors. One of the key ones is the relationship 
between the educator and the child. Given that one of the basic tasks of the curriculum for early and 
pre-school education is to support the overall psychological well-being of children, which is a particular 
challenge during the transition from home to kindergarten and the adjustments in the kindergarten, it is 
extremely important to investigate the extent to which the educator-child relationship is determined 
during the transition and adjustment periods of the child, as well as the relationship between these two 
extremely important variables. Therefore, the main aim of this research is to analyze the course of 
transition and adjustment in kindergarten and how it relates to the relationship between the educator 
and the child. Starting from this aim, the research included a non-random sample of 15 educators who 
assessed their relationship with children (N = 236) and their course of transition and adjustment in the 
kindergarten. Three statements were assessed on a five-point Likert-type scale to assess the course 
of transition and adjustment, and the STRS was applied to assess the educator-child relationship. 
Descriptive analysis showed moderate levels of existing difficulties during transition and adjustment, 
an increased level of satisfaction during transition and adjustment, and an increased level of 
satisfaction with collaboration with parents. The expected increased levels of closeness and reduced 
conflict levels with children were identified within the studied relationship between educators and 
children. Correlation analyses showed that older educators assess significantly more frequently their 
satisfaction with transition and adjustment and significantly better their cooperation with parents. At the 
same time, older educators assess significantly lower the levels of conflict with children. A significantly 
higher number of difficulties during transition and adjustment was found to be associated with a lower 
level of satisfaction during transition and adjustment. A higher number of difficulties during transition 
and adjustment are significantly associated with younger children. Furthermore, it was found that the 
less conflict with children, the greater the assessed satisfaction with children’s transition and 
adjustment in kindergarten. Also, significantly higher closeness with children is significantly associated 
with increased quality of cooperation with parents. Finally, it was found that educators assess 
significantly higher conflicts with boys and yyounger children compared to girls and older children. In 
conclusion, few studies such as this one has opened an important question of the relationship 
between educators and children during challenging situations in the educational context because it is 
both a demanding period in the child's life and a demanding work situation for educators themselves. 
Therefore, it is important to conduct further research to articulate useful guidelines for improving the 
practice during the transition and adjustment of children from families to kindergarten. 
Keywords: adjustment, children, early childhood educators, kindergarten, relationship, transition. 

1 INTRODUCTION 
With his first arrival in kindergarten, the child begins his journey in a world full of new and unknown 
social behaviors and educational expectations. This period is quite challenging and often stressful for 
children, their parents, but also the early childhood educators themselves ([1], [2], [3], [4]). During the 
transition period, the process of adapting the child to new situations takes place and must be 
approached responsibly and at a moderate pace, i.e., step-by-step ([5]). This is especially important 
given that many studies have proved that early and pre-school education plays a key role in shaping 
children's near and distant future ([6], [7]). Achieving a complete experience of children’s well-being in 
kindergarten depends on a number of various factors, among which educators’ methodical 
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competencies during transition and adjustment ([8], [9]), and the ways of acquiring them ([1], [2], [4]) 
particularly stand out. However, in an effort to answer the complex question of which factors are 
important for a successful transition and adjustment, the authors Rimm-Kaufman and Pianta ([10])  
developed an Ecological-Dynamic Model of Transition. According to this theoretical model, the child is 
at the center of significant events and changes. However, external factors such as family, peers, 
educators, and society can significantly affect the quality of the child's transition from family to 
kindergarten and from kindergarten or pre-school to elementary school. 

Every early childhood educator in his work acts with the focused and competent intention to achieve 
maximum child well-being in all aspects of his development. The child's well-being is ensured by 
including it in the daily educational kindergarten program based on specific psychological, 
pedagogical, and methodical starting points ([11]). In doing so, it is crucial to consider the child's socio-
emotional well-being, which is mostly affected by the situation of transition and adjustment. This type 
of well-being arises from the success of the socio-emotional learning to which the child is exposed and 
the related competencies at his disposal later. One part of these competencies is social competency, 
which begins to develop from an early age, and develops in relation to others, includes an intertwined 
relationship of feelings, thoughts, and skills, and refers to the ability of individuals to initiate and 
maintain satisfactory relationships with peers and adults ([12]). Five primary competencies are 
important to recognize in children and encourage their development: self-awareness, self-
management, social awareness, relationship skills, and responsible decision making ([3]). Before they 
even realize the possibilities of verbalizing thoughts and feelings, children can create mental maps 
based on experiences with their parents, grandparents, educators, and siblings. These symbolic 
representations guide them through their new emotional life. As mentioned earlier, a child's primary 
socialization occurs in the immediate environment of the people who live in it ([13]). 

Therefore, taking into account the context of early and pre-school care and education, educators have 
the task to accept and understand each child, get to know their individual needs and interests and find 
adequate pedagogical-psychological methods to ensure the realization of their socio-emotional and 
general well-being. Although all factors within the modern theoretical model of transition are equally 
important, relationships with the child leave a significant mark on his life ([14]). A quality relationship 
between the child, parents, and educators is a prerequisite for the child's adequate growth and 
development in the educational context. The child creates the first and most important relationship 
with his family and, based on it, different paths for his development are created ([15]). However, most 
children spend the majority of their pre-school life in an early care and education institution, so that 
educators (besides the family) have one of the most important roles in the child's life ([16]). By being 
and learning in the kindergarten, the child enters a new social sphere in which he has direct contact 
with new people (adults and peers) ([17]), which serves as a training ground for learning to create and 
maintain relationships with others. This polygon itself is challenging for the child, and in a situation of 
transition and adjustment, it becomes even more challenging. Precisely this and the fact that there is 
almost no similar research in Croatia are the main reasons for conducting this empirical research, 
whose main purpose is to explore the course of children's transition from home to kindergarten and 
their adjustment in the kindergarten, including how they relate to the early childhood educator-child 
relationship. 

1.1 Children's transition from the family home to kindergarten 
The transition from the family home to an institution of early and pre-school education is, for most 
children, the first and greatest ecological transition in their life within the educational continuum ([4]). A 
significantly large number of studies define transition as a change of context, as movement from one 
institutional framework or phase to another on the educational continuum ([18], [19], [6]). This is 
recognizable in this definition of transition: “The process of change that is experienced when children 
(and their families) move from one setting to another … to when the child is more fully established as 
a member of the new setting. It is usually a time of intense and accelerated development demands 
that are socially regulated” ([20] p. 3). Thus, in order to precisely highlight the change of context, the 
transition is defined as the process of change and movement from one identity to another ([21], [22]). 
In addition to understanding the concept of transition, it is important to understand the concept of 
adjustment, where contemporary authors distinguish between adjustment (adjustment as a process) 
and adaptation (adjustment as an achievement). So, when the emphasis is placed on adjustment as a 
process, it refers to the specific way how an individual deals with new environmental requirements. 
When the emphasis is placed on adjustment as an achievement, then it refers to the adaptation to an 
environment (i.e., kindergarten) and something to be achieved in that new environment ([23]). This 
creates a sensibility to a small but significant difference in terms of adjustment to kindergarten or 
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school (adjustment as a process in which the characteristics of the child and his environment are 
equally important) and adaptation to kindergarten or school (adjustment as ability with an emphasis on 
children’s characteristics). Contemporary literature and theoretical models emphasize the importance 
of equally important children’s characteristics and those of families, educational institutions, local 
communities, and society as a whole ([24], [25]). In doing so, the relationships between them in a 
specific cultural and temporal context are key to understanding the course of children's transition and 
adjustment. Most of the research covering this topic was conducted in the USA, including Rimm-
Kaufman and Pianta's ([10]) research, which is considered one of the most significant studies of 
transitions since it resulted in a modern theoretical model of transition. A significant contribution of this 
theoretical model lies in the fact that it studies the transition holistically, as well as the needs of 
children during this challenging childhood period. Thus, it is not only focused on studying the individual 
differences of children and the influence of the environment on them, but also on the contextual 
factors in the transition of children ([24]). Thus, the Ecological-Dynamic Transition Model ([10]) 
positions the child at the center of changes, with external factors such as family, peers, educators, and 
society playing a significant role and influencing the quality of the child’s transition outcomes from the 
family home to kindergarten ([24], [1], ([2], [3], [4]). This model's forerunner was Bronfenbrenner's 
model of ecological systems ([26]), whose basic concept is the realization that human development is 
the result of the interaction between the individual and his entire environment. By placing the child at 
the center of ecological systems, this theory emphasizes the existence of four interconnected systems 
that, to varying degrees, more or less directly affect the growth and development of children and thus 
their general well-being. 

The first system in this theory is the microsystem, which refers to the immediate environment within 
which the child resides and in which he encounters, e.g., family and friends, physical characteristics of 
the environment (spatial and material arrangement of the kindergarten or child's home, toys, personal 
items, clothing, etc.) and the activities he engages in in that environment (drawing, sleeping, playing, 
talking, etc.). Here, it is very important to emphasize the role of the child in his environment because it 
is this role that partially defines the way an individual influences the environment and the way the 
environment affects the individual ([27]). The second system in this theory is the mesosystem, which is 
based on relationships that connect multiple child microsystems ([28]). All elements within this 
mesosystem act in cohesion in order to achieve the maximum well-being of the child (e.g., the 
relationship between the parent and child and family members; the child-educator relationship; the 
parent-educator relationship; etc.). Bronfenbrenner ([27]) believes that this system begins to develop 
more intensively when a child moves from one environment to another, such as the transitions from 
family to kindergarten or from kindergarten to school. The communication that takes place within this 
system can be formal or informal, i.e., direct or indirect. The next system is called the exosystem, 
which is the intermediate environment in the child’s sphere. This is a social environment that directly 
affects the child himself, but he does not participate in its implementation ([28]). An example of this 
may be the parent's job because the child does not participate in the selection and implementation of 
the parent's job, but the financial status (which enables the job) affects the child's quality of life ([27]). 
The next system is called the macrosystem and is associated with the child's culture ([29]). The 
specifics of macrosystems can be defined according to the socio-economic status, place of residence 
(continent, country, city), religion, nationality, norms, and values of individual countries, etc. ([28]). 
Different countries apply different curricula in their educational work with a common final goal: the 
well-being of the child. With these peculiarities, they form one aspect of the macrosystem ([27]). 
Further development of Bronfenbrenner's theory involves the Process-Person-Context-Time model by 
emphasizing the role of time in a child’s development. The transition from one system to another 
occurs in the moment when an individual’s status begins to change as a result of his role or under the 
influence of the environment ([30]). By accepting his new role, the child/person realizes the need to 
move within the system. Continuous growth and development are reflected in even the smallest 
movements within the system (e.g., new job, promotion, etc.), but also in more significant ones (e.g., 
birth, arrival from maternity hospital, the transition from family to kindergarten, etc.) ([27]). Many 
authors, including Bronfenbrenner ([27]), state that changes in a child's development cannot be 
viewed as an independent action because a reciprocal relationship between the individual and the 
environment is inseparable, reciprocal, and necessary. This theory is confirmed by Lidija Eret ([28]) 
who states that ecological transitions are a common function of biological changes and changes within 
microsystems, which occur throughout life. 

The basic assumptions of the Ecological-Dynamic Transition Model ([10]) are based on correlations 
between children, peers, families, kindergartens, and the local community that create a dynamic 
network of links with direct and indirect influences on the child's transitions. These two-way 
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interactions are described as transactional processes that are variable and inconsistent. This model 
serves to predict the child's strengths and difficulties that may develop during his transition (whether it 
was kindergarten or school, or transition within these educational contexts). This model's most 
significant assumption is the study of context and stability as two variables and their impact on the 
child and his further development in a particular temporal context. The Ecological-Dynamic Transition 
Model ([10]) implies and emphasizes the complexity of children’s transition and adjustment due to the 
interaction of two different factors. They are categorized as: a) intra-personal factors of children 
(temperament and other characteristics of children), family (personality and sensitivity of parents, 
parenting style, communication style, etc.) and educators’ personality, competencies, attitudes); and 
b) inter-personal factors of children-caregiver-educator (attachment style, course, and outcome of 
adjustment, relationship with the caregiver, relationship with educator, way of working in a 
kindergarten or primary school, family-kindergarten-school relationship, relationship between families, 
kindergarten-school-local community relationship, social values) in a particular cultural and temporal 
context. All of these factors are equally important, and to understand children's needs during 
transitions in a particular culture and time, it is crucial to consider all of them, which is highlighted in 
the National Curriculum for Early and Pre-school Education ([31]). It is important to point out that the 
changes that occur over time in a child are significant, as well as the changes in contexts, changes in 
the family, changes in society, and changes in their interactions. This shows the great complexity of 
the transition in early and preschool-aged children and the difficulty of predicting successful transition 
and adjustment. Although within the Croatian national context, the previously highlighted factors are 
recognizable and listed as significant and relevant for the overall optimal development and well-being 
of early and preschool-aged children, the same document does not clearly define guidelines for 
organizing effective practice during the transition from family to kindergarten and from kindergarten to 
primary school. The guidelines for organizing quality practice during the adjustment in the educational 
context also are left undefined. Both facts present significant incentives and reasons for dealing with 
this topic within the present research. Therefore, it is completely clear why in the educational work 
today, we recognize different practices during the transition and adjustment of children ([1], [2], [3], [4], 
[32], [33], [34]). Different contexts and their interrelationships over time are crucial for the outcome of 
adjustment ([35]), where it is crucial to hear the child's voice ([36]), especially in relation to the child-
educator relationship. 

1.2 Child-early childhood educator relationship 
The child creates the first and most important relationship with his family. Based on these first social 
experiences, a framework is defined for the creation of all subsequent relationships in the child's future 
life. Attachment, i.e., the secure emotional connection that a child develops with the family, presents 
the framework based on which the child later establishes relationships with his environment ([37]). 
During their early and pre-school years, most children in Croatia are enrolled in an education program 
within the institutions of early and pre-school education, so that the educator (in addition to the family) 
has one of the most important roles in the child's life ([16]), as well as his peers in the development of 
social skills. With his involvement in the educational work of the kindergarten, the child enters a new 
social sphere where he has direct contact with new people (adults and peers) ([17]). In early 
childhood, it is very important that the child has a developed sense of closeness and security, and suc 
a family, which gives him an incentive to develop knowledge, skills, and habits, primarily develops 
such feelings. Emotional security is a prerequisite for the adequate development of physical and 
mental health that a child receives through secure family ties. Such a relationship is called secure 
attachment. The affective bond created through attachment is permanent, and the child most often 
achieves it with the mother ([38]). Children who have developed a secure attachment feel competent 
and confident enough to explore the world, knowing that the person caring for them is always with 
them. They have also developed a greater capacity for concentration and a longer focus on desired 
activity. On the other hand, there are children who are very anxious and disturbed because they do 
not know whether their object of attachment will recognize their needs, and their primary focus is on 
whether they are available to them or not ([37]). 

Many research studies have explored the educator-child relationship because it is extremely important 
due to the child's long and frequent stay in the kindergarten. Fraire and colleagues ([39]) state that 
educators are alternative caregivers, who, in fact, are only a complement to the parent-child 
relationship. It is necessary to know that this is a mutual, two-directional relationship, to which both 
parties are contributing ([39]). This relationship is seen as a microsystem consisting of inner attitudes, 
beliefs, and expectations of individuals. In other words, in everyday interaction, these segments affect 
their perception of the relationship to a greater or lesser extent. The early and pre-school educational 
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system shows the ecological transition for all children involved in this aspect of schooling, and that is 
why this relationship cannot be seen as an isolated system but as part of a larger whole ([40]). Social 
support and emotional security are only achievable if a close and quality interaction between the 
educator and the child is developed ([14]). Several studies have already confirmed that educators are 
only a complement to the parent-child relationship, so it is no surprise that the attachment theory has a 
major impact on the educator-child relationship. Research by Collwell and Linsey ([41]) confirms the 
fact that, if established in a child, the relationship of secure attachment will affect his relationship with 
others and the positive development of children in the long run. Such children have the ability to form 
positive relationships with other adults, in this case, with the educator. It is also considered that the 
quality of the educator-child relationship is conditioned by the educator's competencies to recognize 
and respond to the child's emotional, cognitive, and social needs and to respond adequately to them. 
A significant number of studies conducted by Pianta ([42], [43], [44], [45], [46], [47]) emphasize the 
importance of the relationship between children and adults in the educational context due to its 
significant impact on cognitive, emotional, and social competencies of children at all educational 
levels. In other words, close and connected student-teacher relationship significantly affects the 
positive socio-emotional and cognitive development of children with long-term effects ([43], [48]). 
Specifically, research has shown that a quality, positive, and close relationship between teachers and 
students results in a higher level of self-regulation and emotional development, better peer 
relationships, better motivation to learn, more attention, better problem solving, and school self-
esteem ([49], [50], [51]). On the other hand, if this relationship is negative and conflicting, it results in 
lower learning outcomes and negative patterns of behavior in the educational context. In order to 
discover as much knowledge as possible in this area, the Student-Teacher Relationship Scale ([48]) is 
most often used in research on the educator-child relationship. Its primary purpose is to assess the 
relationship of closeness in the conflict of educators with an individual child, which was also the aim of 
this research, taking into account the context of transition and adjustment of children. 

2 METHODOLOGY 

2.1 Participants 
Given that this study's main aim is the exploration of the child-early childhood educator relationship in 
the context of transition and adjustment, a non-random sample of 15 early childhood educators, all 
females, was included in the research. They assessed their relationship with children from their own 
educational groups (in total N=236 children), and each of them evaluated the relationship with, on 
average, M=16 children (ranged from 6 to 21 children). Besides evaluating their relationship, early 
childhood educators made additional evaluations on three variables: the existence of difficulties during 
transition and adjustment, the satisfaction with the course of transition and adjustment in kindergarten, 
and the quality of their collaboration with parents. The early childhood educators worked in five 
kindergartens in the city of Rijeka, Croatia (due to the anonymity of collected data, the names of 
kindergartens are not stated here). Their average age was M=39.25 (SD=11.97) years, ranging from 
22 to 61 years of age. Regarding the evaluated sample of children (94 girls and 96 boys), their 
average age was M=4.93 years (SD=1.16), ranging from three to seven years of age. 

2.2 Measure 
With the aim of exploring three additional variables – the existence of difficulties during transition and 
adjustment, the satisfaction with the course of transition and adjustment in kindergarten, and the 
quality of their collaboration with parents, a five-point Likert-type scale was used (1=totally not/totally 
unsatisfactory/very low to 5=totally yes/totally satisfactory/very high). For measuring the child-early 
childhood educator relationship, Student-Teacher Relationship Scale (STRS, [49]) was applied. Its 
purpose is to measure the student-teacher relationship on two main dimensions: closeness and 
conflict. STRS consists of 15 items on which early childhood educators evaluate their relationship with 
each child on a five-point Likert scale (from 1=definitely does not apply to 5=definitely applies). The 
Closeness subscale consisted of 7 items, and one of them is: “I share an affectionate, warm 
relationship with this child.” The Conflict subscale consisted of 8 items, and one of them is: “This child 
easily becomes angry at me.” The determined reliability levels of subscales in this study for Closeness 
α = .63 and for Conflict α = .78 are lower than those determined in the original research (for Closeness 
α = .86 and for Conflict α = .92 ([48]) as well as than those determined in the Croatian validation study 
(for Closeness α = .80 and for Conflict α = .77) ([14]), which will be taken into account during the 
interpretation of the results. Since all variables measured with the described measures showed 
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significant differences regarding the normal distribution of results (results from the Kolmogorov-
Smirnov test ranged from K-Sz=2.35 (p=.00) to K-Sz=5.38 (p=.00)), in the further correlation analysis, 
the Spearman correlation coefficient (nonparametric indicator) was calculated. 

2.3 Procedure  
Since, on the one hand, this study was the part of the university scientific project with the number 
(uniri-drustv-18-11) titled “Children's well-being in transition periods: the empirical validation of 
ecological-dynamic model" and a part of a student’s master thesis, on the other, it has received the 
Ethical Approval from the Ethical Committee at the Faculty of Humanities and Social Sciences in 
Rijeka and Faculty of Teacher Education in Rijeka. Before conducting the research, the Faculty of 
Teacher Education sent a formal letter to the Kindergarten Rijeka requesting the kindergarten 
principal's verbal Informed consent. After obtaining this approval, approaching early childhood 
educators also resulted in their verbal Informed consent to participate in the study. Finally, after 
parents gave their verbal Informed consent for their children to be evaluated by their early childhood 
educators, teachers approached the evaluations. Filling out the scales lasted for about 30 minutes for 
all children in the educational groups, or 1-2 minutes per child. Data collection lasted about two 
months. Since it was crucial to achieve the demands of research anonymity and confidentiality, early 
childhood educators were instructed to create a code for each evaluated child so that the researcher 
could not gain access to their identity. A descriptive analysis was performed to determine the 
relationship between children and their early childhood educators with additional variables. In addition, 
a correlation analysis was carried out to explore the relationship between all focused and socio-
demographic variables in this study. Both analyses were run using the statistical package SPSS 20. 

3 RESULTS AND DISCUSSION 
The descriptive analysis showed moderate levels of existing difficulties during transition and 
adjustment, an increased level of satisfaction during transition and adjustment, and an increased level 
of quality of collaboration with parents, which can be observed in Figure 1. 

 
Figure 1. Average levels of existing difficulties during transition and adjustment,  

satisfaction during transition and adjustment, and quality of collaboration with parents 

Educators estimated that during the adjustment of children, there were no difficulties M=2.79 
(SD=1.24), in the range of 1-5, which means that it was equally found that certain difficulties occur 
during the adjustment and that there are adjustments with no difficulties. In other words, the existence 
of difficulties was found in a moderate level of presence, which is very important information for future 
research in this area. Namely, it is crucial to conduct a qualitative study in the future in order to identify 
difficulties that arise during the transition in order to create guidelines on how to eliminate or reduce 
them in order to provide the support that is more effective to children during transition and adjustment 
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([4]). Furthermore, educators' assessments showed that the course of adjustment was evaluated as 
satisfactory M=4.31 (SD=.99) in the range of 1 through 5. Thus, even though certain difficulties were 
found in moderation during the adjustment, educators rated the course of adjustment as satisfactory, 
implying that they effectively deal with difficulties that occur during adjustment. These findings are in 
line with the findings established in the previous study ([4]). However, it would be interesting to 
investigate in future research what difficulties are involved and how educators, children, and parents 
deal with them. Finally, since parents' adequate cooperation is important for the best possible 
adjustment of the child, it is very important for educators to have the opportunity to enable the child the 
easiest possible transition to early and pre-school education through adequate cooperation with 
parents. They evaluated the quality of cooperation with parents as high (M=3.78, SD=1.10), in the 
range of 1 through 5. It is rated lower than the satisfaction during the adjustment, nevertheless as high 
quality. The area of cooperation with parents is very complex and certainly requires a more detailed 
analysis in future work, as well as the possibility of assessing the same variables by parents, where it 
would be interesting to analyze the educators' and parents’ perspectives. It is important to add a 
proposal for qualitative analysis to identify situations that contribute to and do not contribute to the 
development of quality cooperation between educators and parents during the transition. Some of 
these factors were identified in previous domestic research ([4]). 

 
Figure 2. Average levels of closeness and conflict in the relationship between early childhood educators 

and children during the transition and adjustment periods 

The descriptive analysis of two early childhood educator-child relationship dimensions is observable 
from Figure 2 that expected increased levels of closeness and reduced levels of conflict with children 
were identified based on early childhood educators' rates. Analyzing the results of descriptive statistics 
of early childhood educators' rates in the dimensions of closeness, early childhood educators 
evaluated their closeness with children as high M=4.18 (SD=.54), in the range from 2.29 to 5. On the 
other hand, in the conflict dimension, early childhood educators rated as low M=16.62 (SD=.66), in the 
range of 1 to 4.13. Both results have confirmed previously determined results from original research 
([48]) and the domestic validation study ([14]). Comparing these results with the normative study 
results ([48]), a higher level of similarity was observed than in comparison between this study results 
and the results from the Croatian validation study. In the observed comparison with the domestic 
validation study, it is noticeable that, in this study, the level of closeness is higher and the conflict is 
lower than in the validation study (for closeness M=4.00, SD=.70; for conflict M=2.54, SD=.77). 
However, taking into account the fact that early childhood educators from the validation study were 
instructed to rate their relationship with the children from the risk groups, who were the most difficult to 
work with, it is understandable that the results from this study differ. Also, it could be observed that 
even though early childhood educators rated as moderate the level of present difficulties during 
transition and adjustment, their rates of conflict are low, and rates of closeness are high. In addition, in 
the Italian study of Fraire and colleagues ([39]) that was performed on a sample of N=1256 children 
aged from 3 to 9 years of age, a low level of conflict (M=1.51, SD=.73) and a high level of closeness 
(M=3.38, SD=.68) were determined based on early childhood educators’ ratings. 
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Furthermore, the applied nonparametric correlation analyses have shown several significant 
correlations. It was determined that early childhood educators' age is rather important when exploring 
transition variables and relationships with children. As it could be observed in Table 1, older educators 
rated significantly higher their satisfaction with transition and adjustment and significantly better their 
cooperation with parents. At the same time, older educators estimated significantly lower levels of 
conflict with children. These particular findings are very significant and present a solid foundation for 
further exploration. They can also serve as guidelines in structuring the education and workshops for 
early childhood educators within professional educational programs since there is a difference 
between older and younger educators in their perception of transition variables and conflict in 
relationships with children. For example, including older and younger educators in educational groups 
could be very useful within their professional education and lifelong learning programs. 

Table 1. Correlation coefficients with significance levels of correlation between Difficulties during adjustment 
and transition, Satisfaction with the course of adjustment and transition, Quality of collaboration with 

parents, Closeness, Conflict, Early educators’ age, and Children’s gender and age 
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Early childhood educators' age .01 .26** .16* .12 .14 .10 -.44** 
Difficulties during adjustment and 
transition 1.00 -.30** -.02 .11 -.15* .12 .01 

Satisfaction with the course of 
adjustment and transition  1.00 .05 -.04 .02 .06 -.20** 

Quality of collaboration with parents   1.00 -.03 .08 .26** -.10 

Children’s gender    1.00 -.12 .09 -.20** 

Children’s age     1.00 .101 -.19** 

Closeness       1.00 -.42** 

Conflict        1.00 
* p < 0.05, ** p < 0.01 

In addition, a significantly higher number of difficulties during transition and adjustment was found to 
be associated with a lower level of satisfaction during transition and adjustment, which is 
understandable. This finding has confirmed prior findings in our country ([4]). In those situations where 
educators perceived a higher level of difficulties, they also perceived the course of transition and 
adjustment as less satisfactory. Therefore, as emphasized before, it is very important to determine 
transition and adjustment difficulties and provide support for children, parents, and educators during 
transition and adaptation. This is also important considering the finding related to the significant link 
between the perceived lower level of conflict with children and a greater level of satisfaction during the 
transition and adjustment of children in kindergarten, what was expected. Therefore, the satisfaction 
with the course of transition is significantly related to the level of conflicts related to a particular child. 
So, it could be proposed that an indirect measure for providing fewer conflicts in the kindergarten 
group is to enhance satisfaction during the transition period, which could be done through the focused 
and transition-related lifelong learning programs for early childhood educators. 

It is interesting that a higher number of difficulties during transition and adjustment are significantly 
associated with younger children. Even though toddlers' needs are significantly greater than the needs 
of four-year-old children, and due to developmental characteristics, it is harder to meet those needs in 
children aged from six months to three years of age, it would be expected not to find this correlation. 
The argument for this statement is found in the fact that study programs in Croatia include very quality 
higher education for early childhood educators with equally represented contemporary knowledge and 
skills for the pedagogical-psychological-educational work with children from birth to six/seven years of 
age ([4]). However, the same study programs clearly lack a provision of competencies in the field of 
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enhancing the quality of transition and adjustment among children ([32], [33]). Furthermore, 
significantly higher closeness with children is significantly associated with increased quality of 
cooperation with parents. This finding should be definitely explored furthermore since closeness is 
proposed to be developed with all children, no matter to educators’ quality of collaboration with their 
parents. However, this connection is determined, so it could be perceived as the guideline for 
enhancing closeness with children by enhancing the quality of collaboration with their parents, 
especially during the transition process. Finally, it was found that educators assessed significantly 
higher conflicts with boys and younger children compared to girls and younger children. This finding is 
similar to the findings in prior research where early childhood educators rated their work with children 
of high emotionality and activity and low sociability as significantly harder, which are significant 
correlations of young children and boys ([52]). As emphasized before, since the results of this study 
are based on early childhood educators’ self-ratings, it is important to run future studies and apply 
other rating methods, such as objective observations and/or external ratings of focused variables. 

4 CONCLUSIONS 
Even though this study has some limitations, it is worthwhile to present it since it is one of the few 
studies that open an important question of the relationship between educators and children during 
challenging situations in the educational context, such as children’s transition from home to 
kindergarten and their adjustment in the kindergarten. Having in mind the small number of early 
childhood educators who participated in this study (N=15) and a relatively low level of reliability 
determined for the subscale of closeness, this study's first implications would be related to the 
proposal of running similar research in the future. Furthermore, most of the determined results were 
expected, such as the descriptive levels of determined results on variables: difficulties during 
adjustment and transition, satisfaction with the course of adjustment and transition, quality of 
collaboration with parents, closeness, and conflict. Early childhood educators rated a moderate level 
of transition and adjustment difficulties and high levels of satisfaction with the course of transition and 
collaboration with parents. In addition, as expected, closeness was rated as high, and conflicts were 
rated as low in the relationship between educators and children. Finally, correlation analyses revealed 
interesting findings. Early childhood educators, their age, children's age, and gender, satisfaction with 
the course of adjustment and transition, and quality of collaboration with parents showed to be 
significant correlations of the educator-child relationship measured with dimensions of closeness and 
conflict. The transition and adjustment situations present both a demanding period in the child's life 
and a demanding work situation for educators themselves. Therefore, it is important to conduct further 
research in order to articulate useful guidelines for improving the practice during the transition and 
adjustment of children from families to kindergarten. 
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