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ABSTRACT 

Reforms in the Mauritian education sector have brought major changes in its education system. 

The lower birth rate has decreased the enrolment at preschools and primary schools, but the 

increase in number of schools has led to more pressure on transitions of children for sending 

and receiving teachers. Early childhood education is not being given due importance. Since the 

Millennium Development Goals on early years’ education aim to achieve universal primary 

education, there is a need to ensure and promote school readiness and transition. The first 

research themes identified for the literature review are, “School Readiness”, “National 

Curriculum Frameworks and Transition Practices”, “Teacher-focused Transition Model” and 

“The Need for Preparing Children for Primary Schools”. The underpinning theory for the study 

is “Consequential Transitions Theory” of King Beach. The research gap is that a 

comprehensive study could not be found which suggests a mechanism enabling smooth 

transition of children through practices of sending and receiving teachers, and the theoretical 

premise gap is that there is a dearth of scholarly literature addressing the transition from 

preschool to primary school through consequential transition.  The research problem is “What 

approach should be adopted to enable school readiness in children for transition from 

preschools to primary schools through transition practices?” and the research question is, 

“What should be a framework for transition practices of sending and receiving teachers for 

school readiness of children?”.  The research objective is to formulate a framework for school 

readiness of children through transition practices of sending and receiving teachers. A 

qualitative research design has formulated a framework for school readiness of children. 

Through framework analysis, five themes emerged and resulted in the core concept “Transition 

practices from preschools to primary schools”. Data is interpreted based on each category. The 

findings have been summarised per research questions. A transfer scheme has been developed 

where observation grids have been constructed tailor-made for teachers from each setting. The 

study contributes to the transition from preschools to primary schools by addressing through 

school readiness of children. 
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CHAPTER 1 
BACKGROUND AND INTRODUCTION 

 

1.1 Background  

 

In 1961, Nobel Prize recipient in economics James Meade, predicted dismal future for 

Mauritius on three counts. First, because of its weather; second, price shocks; and third, lack 

of job opportunities outside the sugar sector (Meade, 1961). The prediction was turned down 

by reliance on trade-led development, total factor productivity, increased export, and human 

development measures (Subramanian, 2009). Between 1976 and 2008, the gross domestic 

product (GDP) per capita of Mauritius increased more than ten times, from less than $500 to 

more than $6,000 (Zafar, 2011). During the period of late 1990s and 2000s, imports and exports 

flourished to contribute more than 100% of Gross Domestic Product. The country was able to 

move from sugar to textiles to a broader service economy through its successful economic 

diversification (Zafar, 2011). 

 

The history of Mauritius began with colonialism as a ‘fact of its origins’. Discovered by 

European explorers with no indigenous population, French colonialism started in 1725 and 

ended in 1810 with the arrival of the British. The British colony ended in 1968 when Mauritius 

got its independence (Aumeerally, 2005). The people of Mauritius originate from somewhere 

either through slavery, indenture, trade, or as French settlers (Barker, 1996). After 

independence in 1968, a national culture was created with the lack of myths associated with 

aboriginals and struggle against colonialism (Burroughs, 1976). Thus, the decolonisation 

program christened as “Mauritianisation” acknowledged the ethnic composition through policy 

of multiculturalism (Aumeerally, 2005).  

 

The education system in Mauritius is based on English and French, which explains the 

curriculum and syllabus are independent of Mauritianisation (Hollup, 2004). The vision of the 

recent Mauritian Education Sector based on the Education Human Resources Strategic Plan 

2008–2020 is focused on “Quality Education for All” (EHRSP, 2007, p.11). The Government 

of Mauritius revitalised the Zones d’Education Prioritaires (ZEP) to assist students in low-

performing primary schools, for the development of a national strategy for tertiary education 

to increase the value of competitiveness in the global (WBR, 2006). The gross enrolment rate 
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in primary education is 108% for both girls and boys combined. The rate decreases to 105% in 

lower secondary, with a student transition rate to secondary school of 72% (MNEP, 2014). This 

suggests that there is a drop-out rate in the education system and the present study is focused 

on the same. Primary education was legitimated in 1991 and in 2001, 129350 children attended 

primary schools, out of which, 65655 boys and 63695 girls. This total represented 98% of the 

Mauritian population of primary school aged children.  In 2017, the primary school population 

consisted of 92,989 (50.5% boys and 49.5% girls). There were 1,500 pre-primary schools and 

279 primary schools in 2001, and 883 pre-primary schools and 318 primary schools in 2017 in 

the island of Mauritius. The lower birth rate has reduced the number of enrolments, but the 

number of primary schools has increased, leading more pressure on transition for both sending 

and receiving teachers. 

 

1.2 Exploring the education sector in Mauritius 
 

Early development and education, that is, the 0 – 5 age group is divided into two and covers 

two distinct phases, from 0 – 3 years and the 3 – 5 years. The Ministry of Gender Equality, 

Child Development and Family welfare is responsible for the 0 – 3 years which is called the 

infant/toddler period, while the Ministry of Education, Tertiary Education, Science and 

Technology is responsible for the 3 – 5 years old, that is, those children attending pre-primary 

schools.  

 

Primary schooling follows the 6-5-2 system which is similar to the English system. It consists 

of a minimum of six years of compulsory primary schooling leading to the Certificate of 

Primary Education (CPE) examination. After successful completion of CPE examination, 

pupils are admitted to secondary schools which leads to the Cambridge School Certificate (SC) 

after five years (Forms I-V) and Higher School Certificate (HSC) or General Certificate in 

Education Advanced (GCE “A”) level examinations after additional two or more years of 

schooling. HSC holders can join universities locally or abroad to pursue higher studies or, they 

can join the teaching profession or nursing which require two years of training and three years 

of further studies respectively. 
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there can be positive long-term outcomes on academic achievement of children through 

transition intervention, lead to well-prepared teachers and ready for transition children, hence 

failure and repetition could be observed. 

 

In Mauritius, just as anywhere in the world, children undergo transitions at different stages in 

their lives. Allingham (2011) described six transitions context that the child goes through in 

early years, which involves different settings namely, the childminder, playgroup, nursery, 

reception class and Year One. In Mauritius however, a child goes through day care, nursery, 

preschool and lastly, primary school. Transition practices of teachers imply what teachers do 

in their classroom and at school to manage transition of children who will move to another 

setting. Teachers in Mauritius use pedagogical approaches and strategies to teach. Hence, 

practices of teachers are determined by the approaches they use in their classrooms, and how 

learning takes place through the ways teachers teach. 

1.3 Need for research 

 

1.3.1  Focus of education policy 

Education is considered as a ‘social lift’ in the mainstream policy, hence favoring investments 

in education, parenting programmes, lifelong learning for employability, the provision of food 

and clothing, transportation and pedagogical materials for children over income redistribution 

(Government of Mauritius, 2015). 

 

1.3.2  Replacement of the ranking system by the grading system 

Among the main objectives of educational reform was the abolishment of ranking and CPE 

examinations (Burrun, 2011). Report of the Southern Africa Consortium for Monitoring 

Educational Quality (Sauba & Lutchmiah, 2011) highlighted that around 44% of Grade 6 pupils 

have less than the acquired minimum reading skills required to cope with further learning.  As 

a result, the grading system at primary level emerged to replace the ranking system. According 

to the evidence of the SACMEQ report, it is therefore understood that there are skills that need 

to be acquired prior to even reaching Grade 6. Hence, if children acquired minimum skills 

before the transition process, it may help them learn further. 
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1.3.3  The Southern and Eastern Africa Consortium for Monitoring Educational 

Quality (SACMEQ) report (2011) on Indicators of quality primary education 

The report mentioned four indicators to discuss the quality of primary school inputs in 

Mauritius, namely, basic learning materials, mathematics textbooks, pupil-teacher ratios, and 

class size. The report also highlights the importance of transition of pupils from pre-primary to 

primary schools so that children can start formal schooling naturally, instead of fearing the 

learning and making it stressful. The researcher is trying to find out how transition practices 

can create a smooth transition for children from preschools to primary schools. It is therefore 

argued that the indicators are not sufficient for a smooth transition, thereby calling for delving 

deeper to find out from the practices of both sending and receiving teachers how this can be 

possible. 

 

1.3.4  Academic achievement of children can result from positive long term outcome 

through transition intervention 

It entails teachers who are well-prepared to welcome new entrants and children who are ready 

for transition to primary school can influence first grade failure and repetition rates OECD, 

2006). Early education can contribute to the economic and social development of a country 

(UNESCO, 2011) and it also impact on the different aspects of the development of society.  

Furthermore, all these give rise to more egalitarian and healthier societies (Cutler & Lleras-

Muney, 2006; WHO, 2011).  

 
“Children are the future of this country. By investing in children’s basic education we are 

contributing to the country’s development and creating a literate and self-sufficient society.”  

This quote by Rick Corsino, used by Sagicor of Jamaica and Hope Foundation of the 

Philippines, explains the need to cater for the education of children for the future of any 

country, in line with Nelson Mandela’s words “The power of education extends beyond the 

development of skills we need for economic success. It can contribute to nation-building and 

reconciliation.” (President Nelson Mandela, 1997). 

 

Children being our future as stated by Nelson Mandela in 2003, their education shall be catered 

for to enable them to be the strength of the nation. Thus, the positive outcome of a smooth 
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transition of children in early years will help them achieve academically. This research intends 

therefore to find out how the practices of teachers at both ends can contribute to a smooth 

transition from preschools to primary schools so that the children can learn further.  

1.3.5  Value of Early Childhood Education and Care (ECEC) 

The purpose of pre-primary education in Mauritius is to prepare children for primary school 

(Bennett, 2000). There is evidence that ECEC influences the development and academic 

readiness of children (Leseman, Slot & Merkkanen, 2015), thus, investing in ECEC has 

positive impact on cognitive abilities, school progress, and social behaviour of children. It has 

been mentioned that it was unlikely for children who receive quality ECEC to engage in 

criminal activities or substance abuse (De Haan, Elbers & Leseman 2014). Since research 

supports that children benefit from quality of ECEC in all aspects, working towards a smooth 

transition from preschools to primary schools, which is the first step to formal schooling will 

can influence learning from this stage. Thus, the practices of sending and receiving teachers 

can have a major impact on learning. 

 

1.4 Education problem 

 

Education is free at all levels in Mauritius. Mauritius designed to build a “knowledge society” 

to become the Regional Knowledge Hub in Africa and the Indian Ocean. This is purposed to 

align Mauritius’s social infrastructure with the new economic agenda (National Report on 

Development of Education, 2008). “Bridging the Gap Initiative” was introduced in 2006 to 

facilitate the move between pre-primary and primary levels for all children (Etienne, 2007). In 

2006, 32% of pupils did not pass the primary school examination, while only 28% of those 

passing finished secondary education (MoEHR, 2009). Inequalities in school achievements are 

strongly related to socio-economic and ethnic status of families (Chinapah, 1983; MES, 1991). 

With this the present education system realised that for building knowledge society quality 

foundation at pre-primary and primary levels is important. Quality of education in early years 

should therefore start right from preschools and proceed further to primary schools. Transition 

from one setting to another is bound to happen at different levels in education. Although there 

has been numerous research that has been carried out internationally on transition from 
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preschools to primary schools, looking into the transition practices of both sending and 

receiving teachers can provide an insight into how the transition process can be smoothed. 

 

Despite the fact that early childhood education is considered as a level of education, it is not 

being given due importance although managing transition is among one of the conditions for 

the implementation of reforms in education (WBR, 2016). High-quality childcare has positive 

effects on the child as well as on society, for instance, getting higher education, well-paid jobs 

among others (Vandell & Wolfe, 2000; Magnuson & Duncan, 2016). Research evidence 

showed that there many children join primary school with inadequate preparedness for school 

transition, consequently leading to failure to complete primary education (Appavoo, 2015). 

The present study is therefore focusing on how the practices of teachers at both preschools and 

primary schools can prepare children for formal schooling which eventually lead to further 

learning. 

 

The education problem can hence be stated as – “Inadequate school readiness and early 

childhood education is resulting in inefficient transition practices.” 

 

1.5 Significance of the study 

 

1.5.1  Recommendations from National Curriculum Framework, 2015 

Mauritius has successfully achieved universal primary education including gender equality in 

enrolment in schools. The power of the government for free primary education for all which 

began in the 1940s was further reinforced after its independence.  While there have been 

recommendations related to the primary curriculum for Grades 1–6, revising pedagogy, 

reinforcing remedial education, and re-engineering assessment and evaluation, new National 

Curriculum Framework Grades 1–6 proposed a number of recommendations to improve 

learning outcomes and adapt to rapid changes and emerging challenges (NCF Primary 2015). 

The National Curriculum Framework Pre-Primary focuses on the whole child approach and 

abides by the guiding principle of the United Nations Convention on the Rights of the Child 

(UNCRC). It is the root of expected appropriate practices during this stage of child 

development and is used in all preschools (Rajiah & Aliraja, 2016). 
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1.5.2  Low skill enhancement through CPE 

 Studies suggested that the Mauritian young children and their families are not finding skill 

enhancement by taking primary education certificate (Hollup, 2004). The major cause for 

concern was reported as the deficit in learning outcomes, accumulated at the early years of 

primary schooling (Morabito et al., 2017). About 44% of Mauritian Grade 6 pupils lack the 

minimum reading skills required for them to cope with learning at the next grade level 

(MOEHR, 2008). Girls have higher reading skills compared to boys. The SACMEQ report 

noted that children from better backgrounds do better than those children who come from low 

socio-economic ones (Sauba & Lutchmiah, 2003).  

 

1.5.3  Establishment of Zones d’Education Prioritaires (ZEP) 

ZEP schools were created to eradicate social inequalities by giving all primary school children 

equal opportunities. Achievements of pupils at CPE has known not much improvement and 

there has been rather very slow progress in ZEP schools. However, these schools have been 

able to bring forth good practices such as holistic approach, school-community partnership, 

parental involvement in the education of their children and raised funds for school 

improvement projects.  

  

1.5.4  ECEC is at the centre of Mauritius National Agenda 

Training for professionalisation of preschool teachers, immunisation and nutrition policies 

have been included in national agenda for education since mid-1980s (Parsuramen, 2006). As 

a result, there has been an expansion of preschools to 98% in 2012, albeit with provision of 

private preschools which enrolled 80% of children with monthly vouchers which are provided 

by the government (Ministry of Education, 2009).  

 

Although the proposed recommendations in the new National Curriculum Framework Primary, 

it is not mentioned how teachers can cater for the successful adaptation and adjustment of new 

entrants in primary schools. The National Curriculum Framework Pre-primary which focuses 

on the whole child approach, does not mention how sending teachers can prepare children for 

the new challenges in the formal school setting. Evidence from reports and research has shown 

that lack of skills during the early primary school years led to the inability to cope with learning 

later. The question remains whether the receiving teachers and other primary school teachers 

have appropriately catered for the need of young learners in their classrooms irrespective of 
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their social backgrounds which is behind the setting up of ZEP schools around the island.  The 

ZEP schools are the reason behind parental involvement, school-community partnership 

programmes and looked into the holistic development of children. The ZEP schools also have 

attached preschools to provide access of early childhood education to young children with a 

very limited fee. The children in ZEP preschools move directly to the ZEP primary school 

which is found in the same school compound, thereby making the transition easy for those 

children. But how do primary teachers in ZEP schools cater for the new entrants and do their 

practices enable a smooth transition from an informal learning environment to a formal one. 

With the rise in the number of private preschools, children go to different primary schools when 

they turn 5. Most children find themselves with few children from their preschools while others 

may find themselves alone in a new school environment, with new peers and new adults. The 

children then need to adjust in the new setting while the teachers need to teach those children 

to complete a specific syllabus. The practices of the receiving teachers will impact on the 

adjustment of the children hence their learning. It is to be noted that new primary school 

entrants are still developing in all the domains of development and have questions and demands 

that need attention to help them in their struggle. Thus, the significance of the study.  

 

1.6 Rationale for the study 

1.6.1  Millennium development goals on early years education 

It has been reported that many countries are now considering preschool and primary school 

education as compulsory and are focusing on enrolment rates and provision of quality 

education services (Global Monitoring Report, EFA, UNESCO, 2007). It is good to note that 

with regard to successful early education provision worldwide, preschool education is 

considered as level 0 and primary education as level 1 by the International Standard 

Classification of Education (ISCED, 1997).  Based on the main aim of the second millennium 

goal as stated by the UNESCO (2000), was to achieve universal primary education by 2015, 

there was a need to ensure and promote school transition and readiness. It was strongly 

recommended to work towards ‘continuity’ between the two educational levels (Sink, Edwards 

& Weir, 2007; Vogler, Crivello & Woodhead, 2008; Woodhead & Moss, 2008). Therefore, 

transition practices should enable continuity between the two school settings. 

 



 

11 
 

1.6.2  Special Education Needs (SEN) 

A total of 1,292 children (61% boys) are enrolled in all SEN Schools, SEN Day Care Centres 

and Government Units. As per an estimation the total number of SEN children in Mauritius is 

around 3,000 representing approximately 43% of the estimated total population of special 

needs children. However, preschool aged children do not attend special needs schools. They 

attend normal preschools.  

 

1.6.3  Role of institutional quality in promoting economic growth 

Quality of institutions should be made robust and sustainable (Human Development Report, 

2004). To attract Foreign Direct Investments (FDIs), good governance could play a major role 

in maintaining economic, social and political stability are considered the basic components for 

economic progress to be positive and sustainable (Sobhee, 2014).  

 

1.6.4  School readiness 

The report of the Systems Approach for Better Education Results (SABER) mentioned the 

differences in pre-primary schools, related to fees, facilities, and teacher qualifications 

(SABER Country Report, 2012).  Education enhances the development, cognitive and socio-

emotional functioning of children, which influence school readiness (Bennett, 2000; Howes et 

al., 2008).  Since education is free in Mauritius, costs of education should not be a problem for 

families (Timmermans, 2017).  Also, children, school and teachers should be ready at the time 

of transition. 

 

1.7 Philosophical Underpinnings of the present study 

 

1.7.1 Positionality 

As a lecturer in teacher education, the classroom practices of teachers are being assessed when 

they are under training at the Mauritius Institute of Education where the researcher works. In 

the Early Childhood Education Unit, the trainees are assessed within their classroom settings, 

that is in the preschool classrooms. However, transition practices are not visible in the visits 

undertaken during teaching practice assessments or observations.  The failure rates in CPE 

examinations led to comments made about the early years education of children.  Since the 
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critics are geared towards preschool education, the research arose from the fact that preschool 

teachers are trained from a prestigious teacher education institution, yet the work of those 

teachers are not bearing its fruit. Hence, the research was based on a philosophical assumption 

that preschool teachers can prepare children for primary school education and primary school 

teachers should also be trained to welcome those new entrants in the formal education setting.  

This led to the interest in investigating the transition practices of both preschool and primary 

school teachers in their respective settings.  It was posited that the practices of both the teachers 

at their end could translate a smooth transition for children when they leave preschools to attend 

primary schools. The research was therefore based on a premise of teachers focusing on the 

teaching needed to prepare children for the transition from informal to formal education and 

school settings.  The transition practices of both sending and receiving teachers to prepare 

children for primary schools determined the positionality of the research.  

 

1.7.2  Ontological Assumption 

Since the aim of the research was to determine the transition practices of sending and receiving 

teachers that can enable a smooth transition of children moving from preschools to primary 

schools, a qualitative approach was needed to encourage the participants of the study to explain 

what they do to cater for the transition of children, and an interpretative approach was needed 

to analyse those explanations to determine their practices.  The study adopts a realistic 

ontology.  The researcher assumed that there are some realities, that is, the classroom practices 

and teaching practices of the participants in their classrooms, which exist in the world and 

which may influence the transition of children when they have to leave preschools to go to 

primary schools.  The researcher assume that transition practices may result in the smooth 

transition of young children from one school setting to another.  

 

 1.7.3 Epistemological Assumption 

Constructionism is the epistemological stance of the current study. The researcher is seeking 

answers to questions related to how sending and receiving teachers prepare children for formal 

schools each in their respective school setting. Meaning will be derived from observations of 

their practices within their classroom settings and through interviews, to better understand their 

actions.  



 

13 
 

 

 1.7.4  Theoretical Perspective  

 

Interpretivism is the theoretical perspective of the current study for various reasons. Firstly, 

from an interpretivist viewpoint, teachers do what they do based on what they have learnt to 

do, that is teaching. Besides, to understand what teachers do, there is the need to achieve 

‘Verstehen’ or empathetic understanding. The actions or practices of the participants have to 

be observed and questioned to understand how they prepare children for the transition period.  

 

1.8 Organisational schemata of thesis 

 

This study contributes to the field of transition from preschools to primary schools by 

addressing through school readiness of children. Teachers from both settings have contributed 

to the understanding of what they need to know to smooth the transition of children during the 

transition process. By referring to consequential transition theory, this study explores the need 

of modifying it further so that the requirements of both settings are known to both facilitators. 

It also investigates if the practices teachers need to adopt contribute to the knowledge of school 

readiness of children for a smooth transition from preschools to primary schools.  

The present work is organised into seven chapters for the purpose of presentation and 

exploration. The first chapter, “Background and Introduction” constitutes the education 

problem and its scope. The second chapter describes the scenario of the education sector in 

Mauritius. The third chapter details worldwide transition practices and the theories around 

transition practices. Chapter 4 does a structured review of the literature. Chapter 5 describes 

the research methodology. Chapter 6 analyses interviews and presents various findings and 

discussions to develop the framework. Chapter 7, the last chapter of this thesis concludes the 

proposed framework for transition practices by sending and receiving teachers and the 

implications of the study. 
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1.9 Summary 

 

Reforms in the Mauritian education sector have brought certain major changes in the education 

system. Due to lower birth rate there has been a decrease in enrolment in both preschools and 

primary schools, but the increase in the number of schools has led to more pressure on 

transitions of children for both sending and receiving teachers. The NYCBE does not involve 

preschool education, though it is considered as one of the levels of education in the new 

education structure. Despite the fact that managing transitions from preschool to primary 

school is among one of the implementations of reforms in education, early childhood education 

is not being given due importance. The main aim of the Millennium Development Goals being 

the achievement of universal primary education, the importance of school readiness and 

transition has been highlighted.  The education problem of the present study is that inadequate 

school readiness and early childhood education is resulting in inefficient transition practices. 

The philosophical underpinnings of the study is presented.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

15 
 

CHAPTER 2 

MAURITIAN EDUCATION SECTOR 

2.1 Brief genesis and reforms in education sector 

This chapter introduces the education sector in Mauritius and early years’ education with 

specific relevance to reforms in the structure of Mauritian Education System. The first part of 

the chapter presents the brief history, reforms in the structure of Mauritian Education System, 

and education policy in reference to pre- primary and primary level of education. The second 

part of the chapter elaborates on the quality of education in connection to school readiness of 

children moving from preschool to primary school. 

 

The island of Mauritius has a history of settlers which had an impact on the spoken language 

and culture, and in turn Mauritian Education System. Mauritius was discovered by the 

Portuguese in 1540, the Dutch settled on the island with a handful of African and Indian slaves 

between 1598 to 1710 (Guruvadoo et al., 1995). Sugarcane was cultivated while the forests of 

hard wood (predominantly ebony trees) were destroyed and the “dodo” bird became extinct. 

The French succeeded Dutch in 1715 until the arrival of the British in the year 1810 (Bröring 

& Mijt 2017; Pereira, 2012; Winkel, 1955). The plural society of Mauritius is therefore due to 

its history of colonisation (International Bureau of Education – UNESCO, 1994). In the same 

vein, Mauritius is known as the multilingual, multi-ethnic, and multicultural island (Tirvassen 

& Ramasawmy, 2017).  

 

Mauritius is one of the countries in the African continent that has dual language policy which 

is divergent from those of colonising power (Bamgbose, UNESCO 2004). It can be said that 

linguistic diversity is directly related to culture and educational concepts (UNESCO Guidelines 

on Intercultural Education, 2006). The Constitution of Mauritius was made final in a 

Constitutional Conference in 1965 in London (Smith, 1968), and the official language is 

English. Despite having been a British colony, Mauritius stuck to the French policy of not using 

African languages for teaching. The Education System in the island is closely related to that of 

the British (Achieving Education for all, 2001).  
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After independence, Sir Seewoosagur Ramgoolam became the first Prime Minister of the 

country. He wanted people of the nation to be educated to face the challenges of the 

technological world (Subrun & Subrun, 2015). The Government of Mauritius has been 

extensively investing in the Education Sector in view to open access to all children and even 

sought help from private sector when funds were not available (EHRSP, 2008). Primary 

education is free and became compulsory as from 1982. Scholarships were offered in the few 

secondary schools in the island. In 1982, the CPE became a formal assessment for primary 

schoolers on their 6th year. Secondary Education also became free. Consequently, the 

Education System and Structure has been under review for a long time now. The first Education 

Structure of Mauritius was 6 + 5 + 2, which was 6 years of primary school education followed 

by 5 years till the SC and additional 2 years for HSC (Hollup, 2014). Since 2015, the 

government has implemented the NYCBE which has been in the master plan 2001 (Achieving 

Education for all, 2001). Table 2.1, 2.1.1, 2.1.2, 2.1.3 and 2.1.4 delineate the evolution of 

educational reform in Mauritian Education Sector. 
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Table 2. 1: Evolution of education sector in Mauritius: Development before 
Independence (1700 – 1800) 

 
Year Development 

1767 French colonialism: No formal education; Education was more of an 

individual concern. 

1789 Promotion of active state participation in education.  

1790 Colonial Assembly proclaimed citizens should be provided moral and 

political education. 

A uniform type of education was to be open to all, whatever the social class. 

A national institution known as l’Ecole Centrale was set up for provision 

of secondary education for the elite.  

Primary education was advised, and primary schools were to be run as 

private schools. 

1807 L’Ecole Centrale became the Lycee and provided both primary and 

secondary education.  

Few primary schools were opened to non-whites while secondary education 

was preserved of whites. 

1815 Free day primary schools were set up by Reverend Lebrun to teach the 

destitute and coloured children in the capital, Port-Louis. 

1827 Slavery amelioration policy was adopted and collapsed. Progress of 

popular education was achieved through the work of missionaries. 

1829 Charles Telfair introduced education on his estate at Bel Ombre. 

1830 Indian immigration started. 

1834 Abolition of slavery act was passed. 

1851 Governor Higginson highlighted the fact that the state of Indians needs to 

be improved.  

1856 Denominational schools received grants-in-aid.  

Aided primary schools flourished along with government schools and 

gained popularity.  

1882 6571 children were enrolled in the 47 government schools, and 5316 

children in grant-in-aid schools.  

Table has been compiled by researcher 
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Table 2.1. 1: Evolution of education sector in Mauritius: Development before 
independence (1900 – 2000) 

Year  Development 

1908 7,000 out of 60,000 Indian school age children attended school.  

A labour act was passed which raised the age from 10 to 13 years at which 

minors might enter into a written contract.  

That was when the way was paved for future advances in Indian education. 

1955 – 56  85,446 pupils were enrolled in primary schools. 

1957 Education Regulations: 

- Set up of a National Educational Council 

- Set up of the National Curriculum Advisory Board 

- Establishment of Regional Education Boards 

- Private secondary schools operate under the Private Secondary 

Schools Authority 

1959 – 60  126,173 pupils were enrolled in primary schools. 

Table has been compiled by researcher 
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Table 2.1. 2: Evolution of education sector in Mauritius: Education Sector post-
independence 

Year Development 

1968  Mauritius gained independence. The Mauritian Government considered 

education as a priority. The Education Sector advanced due to human and 

material investments. 3+ and 4+ aged children received per capita grant. 

Expansion of primary school building programme that catered for free 

primary education to all children. 

1974 Preschool Trust Fund was established to professionalise early childhood 

sector. 

1977 Secondary education became free. 

1984 White Paper on Education. 

1991 After Jomtien Conference in 1990, a Master Plan on Education for an 

overall transformation of the system was formulated. Introduction of nine-

year compulsory and fundamental education cycle. Students who fail CPE 

in two sittings joined pre-vocational stream for three continuous years. 

Table has been compiled by researcher 
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Table 2.1. 3: Evolution of education sector in Mauritius: Development 2000 - 
2010 

Year  Development 

2001 Ranking at CPE was abolished. 

2002 ZEP schools were introduced. 

2004 Legislative amendment for compulsory education till the age of 16.  

2006 Strategy for Reform was created: Towards a Quality Curriculum. 

Introduction of National Policy and Strategy Document on Special 

Education Needs and Inclusive Education in Mauritius with a view to cater 

for educational needs of children with special educational needs, with 

special focus on children with disabilities. Diagnostic Assessment in 

Standard III was introduced. 

2007 Education and Human Resources Strategy Plan 2008 – 2020 

Early Childhood Care and Education Authority Act was promulgated. 

‘Bridging the Gap’ Project to smooth transition of children from pre-

primary to primary schools. Baseline Profiling was introduced in Standard 

I. National Curriculum Framework Primary was born. 

2008 Early Childhood Care and Education Authority was set up.  

Introduction of SEN Unit for implementation of SEN policy through the 

ECCEA.  

2 years preschool education + 6 years of primary education + 5 years lower 

secondary + 2 years upper secondary then students move to Higher 

Education and from there to labour market. 3 years’ pre-vocational stream 

for those who failed the CPE after primary schooling was added. 

2009 Remedial Education for Standard III and Enhancement programme for 

Standard III and IV were introduced. National Curriculum Secondary was 

launched. 

2010 National Curriculum Framework for pre-primary was created.  

Table has been compiled by researcher 
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Table 2.1. 4: Evolution of education sector in Mauritius: Development as from 
2010 onwards 

Year Development 

2012 Introduction of Kreol Morisien as subject in Grade I for primary schoolers. 

2013 Manual of Activities for Pre-primary school teachers. 

2015 NYCBE introduced and reviewed of National Curriculum Frameworks for 

the new educational reform was carried out. 

2016 Introduction of Developmental Learner Profile, a tool used by teachers to 

record achievements, abilities and potential of children before they move 

to primary schools. Primary School Readiness was introduced in Grade I to 

enable primary school teachers to know the readiness of the new entrants. 

Table has been compiled by researcher 

 

2.2 Education policy and Early Years Education 

 

In 2006, the Government of Mauritius set out to move towards a National Curriculum thereby 

undertake a comprehensive review of the curriculum at all levels, pre-primary, primary and 

secondary. The National Curriculum has been guided by the principles of equity, principles of 

justice and social inclusion. By this, it complemented the national vision of education 

(MOEHR, 2006). Quality of education became the cornerstone of all educational endeavours 

of the island. Provision of an education which catered for the sociocultural context was thought 

to strengthen national solidarity. At pre-primary level, the set-up of an Early Childhood 

Authority was proposed, in order to provide guidelines for pre-primary education programmes.  

 

Table 2.2 below, shows the history of preschool education in Mauritius. In 1972 there was the 

Joint Child Health Education Programme and two exemplary preschool and training centre for 

30 preschool teachers. In 1979, the Ministry of Education set a Pre-Primary Unit which was 

responsible for policy making and monitoring of the preschool system. UNICEF has 

cooperated for the professionalisation of preschool teachers through education and training. In 

the same year, to facilitate the services in preschools, there has been a mobilization of 

resources. In 1984, the Pre-School Trust Fund was founded. From 1978 to 1991, the Ministry 
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was able to set up a proper structure for the training of preschool teachers, the provision of 

preschool services and has also established a proper structure to ensure the quality of preschool 

services that was being given in the private sector. Table 2.2 also highlights the steps that were 

taken to provide quality preschool education in Mauritius. The National Curriculum 

Framework Pre-Primary and the Manual of Activities were introduced to act as a guide for 

teachers, offering them the required knowledge and information to teach young children. The 

Manual of Activities provides detail about planning and implementing activities using 

developmentally appropriate practices. The developmentally appropriate practices include 

materials and resources, age-appropriateness, cultural-appropriateness and individual 

appropriateness. The Developmental Learner Profile and the Primary School Readiness have 

been introduced to facilitate transition of young children from preschool to primary school. 

The DLP is filled by the preschool teachers and sent to the primary school teachers. The PSR 

is a booklet of worksheets and activities that primary school teachers use to learn about the 

prior experience and learning of the new primary school entrants. 
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Table 2. 2: Early Years Education in Mauritius 

1972 Set up of  

- Joint Child Health Education Programme 

- 2 exemplary preschool centres and training of around 

30 preschool teachers 

1979 - Set up of a pre-primary unit at the Ministry of Education, 

responsible for policy making and monitoring of the preschool 

system 

- Mauritius – UNICEF cooperation to extend immunisation, 

dispense nutrition education and train preschool teachers 

- Mobilization of local resources to provide more preschool 

facilities 

- Use of external expertise for capacity building 

- UNDP – Supported project “Strengthening of Pre-Primary 

Education” 

- Three successive GOM – UNICEF Country Programme of 

Cooperation (1986 – 2000) 

1984 - Set up of Pre-School Trust Fund on the 16th of July 1984 under 

Act No. 41 of 1984 

1978– 1991 The Ministry set up  

- A proper structure for training of preschool teachers 

- The provision of preschool services  

- A proper structure to ensure the quality of preschool services that 

was being given in the private sector 

- A pre-primary curriculum  

2008 - Set up of Early Childhood Care and Education Authority 

(ECCEA) 

2010 - National Curriculum Framework Pre-Primary (NCFPP) 

2013 - Manual of Activities for Preschool teachers 

2016 - Launch of Developmental Leaner Profile (DLP) 

- Primary School Readiness goes to school (PSR) 

Table was compiled by researcher to represent the history of Early Childhood Education 
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2.2.1. National Curriculum Framework 
 

In 2007, after the Early Childhood Care and Education Act was proclaimed, the new body 

responsible for the early childhood education sector, the Early Childhood Care and Education 

Authority was set up. After the launch of the ‘Towards a Quality Curriculum’ (2006) 

educational policy document of the Government and the ‘Education and Human Resource 

Strategy Plan’ (2008 – 2020), the ECCEA, along with the Mauritius Institute of Education and 

inter-sectoral representatives from different Ministries contributed towards a new National 

Curriculum Framework for Pre-Primary (National Curriculum Framework Pre-Primary, 2010). 

In the late 1980s and early 1990s a pre-primary curriculum handbook was developed to serve 

as guidelines for preschool teachers so that a minimum standard of teaching can be achieved 

(Pre-Primary Curriculum, n.d.). The authors of the handbook highlighted that it should be 

considered as a first version to which improvement would be made as soon as feedback allow 

members of the panel to bring about appropriate changes.  

 

The NCF PP (2010, p.1) has been developed in line with the objectives of the EHRSP 2008–

2020 which is: 

“…to ensure that all children aged 3 to 5 years in Mauritius have the opportunity to develop 

their intellectual, socio-emotional and psycho-motor skills to the best of their capacity in order 

to build the confidence and self-est4eem in learning that will not only prepare them for the next 

level (primary school) but, more importantly, lay the foundations for learning that will support 

them throughout their lifetime.” (p. 1).  

The document outlines a series of guidelines providing a universal set of standards for learning, 

development and care, young children should experience in all preschools. Developmental 

needs of young learners and the learning environment have been addressed. The NCF PP has 

been worked out in such a way that there all children have the opportunity to acquire early 

learning experiences through an anti-discriminatory practice (Thancanamootoo, in NCF PP, 

2010). There have been major changes between both the pre-primary curriculum and the NCF 

PP. Introduction of the educational reform in 2015 has called for a review of curriculum at all 

levels so that the new curriculum responds to the needs of learners, demands of society while 

sustaining quality (NYCBE, 2015). The NCF PP is under review by a team from Mauritius 

Institute of Education, the ECCEA, local government and other stakeholders. 
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2.2.2 Early Childhood Care and Education Authority Act 
 

The Early Childhood Care and Education Authority (ECCEA) is a corporate body (ECCEA 

ACT, No. 21, 2007). It operates under the aegis of the Ministry of Education and Human 

Resources, Tertiary Education and Scientific Research. Formerly it was known as Pre-School 

Trust Fund (Gokhool, 2008), the ECCEA has been operating since June 2008 after the Early 

Childhood Care and Education Act 2007 was proclaimed on 16 June 2008 and its objects are 

to:  

a) harmonise and promote integrated early childhood care and education policies, 

strategies and programmes in line with recommendations of international and national 

institutions; 

b) ensure that all programmes and policies for the education, care and development of the 

young child in the Republic of Mauritius are in conformity with the Convention of the 

Rights of the Child; 

c) help ensure a smooth transition of the young child from preschool to lower primary 

school. (ECCEA Act 2007 Government Gazette of Mauritius No. 119 of 22 December 

2007). 

 

The functions and powers of Authority as outlined in the ECCEA Act are as follows: 

The Authority shall 

a) advise relevant Ministries on the formulation of policy relating to early childhood care 

and education; 

b) implement policies of government with regard to early childhood care and education in 

the Republic of Mauritius; 

c) implement projects, programmes, and activities on early childhood care and education 

initiated by the Ministry in collaboration with line Ministries, non-governmental 

organisations or local and international agencies; 

d) build partnerships at local, regional, and international levels for the development of 

policies and programmes aiming at the social, emotional, cognitive, moral, and spiritual 
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development of the young child as well as for the promotion and development of 

education services; 

e) set norms and standards for play equipment, play materials, play space, furniture, books 

and children’s literature used by educational institutions; 

f) carry out the registration and supervision of educational institutions, their managers, 

educators and other staff engaged in early childhood care and education; 

g) advise on the development of training programmes on early childhood care and 

education for educators and other staff in educational institutions; 

h) administer payment of any form of grants to registered educational institutions and 

manage grants in collaboration with the relevant Ministries; 

i) take such action as may be appropriate, in collaboration with relevant Ministries and 

authorities, to prevent any form of violence, including sexual abuse, negligent 

treatment, maltreatment or exploitation, on young children. 

(2) The Authority shall have such powers as are necessary to enable it to effectively attain its 

objects and discharge its functions and may, in particular, raise funds and secure financial and 

other support for its activities. 

 

2.3 Quality of education 

 

One of the goals of education of the Mauritian Government, more precisely the primary 

education, is “to sustain equitable access to quality education, ensuring that all learners attain 

high levels of achievement in Literacy, Numeracy, Information and Communications 

Technology and such essential life skills as sound human values, healthy lifestyle and so forth 

as the basis for lifelong learning and good citizenship” (MOEHR, 2008a, p.11). The term 

“quality education” needs to be standardized and accurately defined in order to enable schools 

to adjust to changes in the system to ‘provide a World Class Quality Education’ (Subrun & 

Subrun, 2015). In line with achieving the goal of enabling young Mauritian children develop 

morally, cognitively, and physically, the authors suggested that Mauritian schools should have 

a sound atmosphere of leadership and management. 

 



 

27 
 

The Ministry is actively engaged in upgrading the qualifications of teachers, and invest in 

teacher education training to improve the quality of teaching.  The average class size in primary 

schools fell steadily from 34.3 in 2002 to 32.0 in 2006, with rather smaller average class size 

on the Island of Rodrigues than on the island of Mauritius. Average pupil/teacher ratio (PTR) 

fell from 21.6 in 2002 to 18.7 in 2007. In primary schools, and according to international 

standards, the PTR and the average class size should be broadly correlated, whereas in 

Mauritius they indicate a significant difference. Leaving aside the Head-teacher, at any one 

time during the school day, the typical primary school teacher will be expected to be in their 

classroom, teaching their class. On average, this must be true for each teacher teaching on 

average 32.0 children in the class. The low PTR of 18.7 is explained by the significant numbers 

of teachers of Asian languages, plus the Deputy Head Teachers (DHT), who average four 

DHTs for each primary school. 

The Government of Mauritius is committed to provide high-quality programme and to 

professionalise the preschool sector. The Mauritius Institute of Education work closely with 

the ECCEA and different stakeholders support all ECE initiatives in this sector (UNICEF, 

2000). The most critical element of a high-quality early childhood programme is the 

qualification of the teachers (National Report on Education – MOEHR, 2008). The MIE will 

continue to provide significant ongoing leadership to develop policies, training programmes 

for all stakeholders, and work in collaboration with parents to deliver high-quality services. 

The MIE will give full support to the implementation of the National Curriculum Framework 

Pre-Primary and in the Review process to align it with the Nine-Year Schooling reform in 

Education. MIE will play an active role in all government’s initiative to develop regional and 

international networks to share experiences and best practices (NYCBE, 2015). The newly 

Inter-Country Quality Node on Early Chilhdood Development (ICQN-ECD) takes place in 

Mauritius by the Ministry of Education and Human Resources, Tertiary Education and 

Scientific Research of Mauritius. The ICQN-ECD officially launched on February 9, 2015 

Inter-Country Quality Nodes on Early Childhood Development (ICQN-ECD) seeks to 

encourage African ministries of Education, strategic partners and experts to collaborate closely 

to discuss national and regional priorities through a platform of policy dialogue.  
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2.4 School readiness 

 

As per the UNICEF United Nations Children’s Fund, (UNICEF, 2012), in its conceptual 

framework for school readiness, defined school readiness in terms of two features and three 

dimensions, the two features being “transition” and “gaining competencies” and the three 

dimensions which are Ready Children, Ready Schools, and Ready Families. Brooker (2008) 

explained the term transition in terms of school readiness, that is the academic knowledge and 

social skills required to move to primary schools, while O’Connor (2012) argued that school 

readiness is about expected set of achievements from a child, required to accelerate learning in 

the next stage. This means that receiving teachers should not have to spend time working on 

something the sending teacher was supposed to have taught the child.  

 

Described as a multi-dimensional concept (Ackermann & Barnett, 2005), school readiness 

encompasses five dimensions as conceptualised by the National Education Goals Panel (Kagan 

et al., 1995): 

1. Physical well-being and motor development – Physical development & Physical 

abilities (oral motor, sensorimotor, fine and gross motor skills). 

2. Social and emotional development – Emotional development (self-concept, 

understanding feeling) & Social development (social competence & social 

relationships). 

3. Approaches to learning – Predispositions (gender, temperament, cultural patterns and 

values) & Learning styles.  

4. Language development (including early literacy) – Verbal language & Emerging 

literacy. 

5. Cognition and general knowledge – Physical knowledge, Logic-Mathematical 

knowledge, Social-Conventional knowledge and Cognitive competencies that young 

children develop through Interaction with different types of knowledge. 

Evidence from research has shown that children who join primary schools with numeracy and 

literacy skills seem to be academically successful later in life through higher levels of education 

attainment and they tend to get good jobs (Duncan et al., 2007; Hair et al., 2006; Fantuzzo et 

al., 2005). 
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Sahin et al. (2013) studied transition in terms of school readiness from the views of preschool 

and primary school teachers. The authors considered the views and consistency of the views of 

the participants of their study as crucial for a positive and effective transition and the readiness 

process. In comparing the views of teachers from both settings, it was found that all the domains 

of development were important for school readiness of children. Both sets of participants in 

the study considered enhancement of all the areas of development, parental involvement, 

alignment of preschool and first grade programmes are important. This study has tried to bring 

sending and receiving teachers’ views to the surface by investigating school readiness from the 

views of the teachers. But in my opinion, views and practices are different. The views of 

teachers are what they perceive, while the practices are more about what they do in their 

respective settings. Therefore, it can be argued that transition practices of both sending and 

receiving teachers, rather than the views may shed some light in how to smooth the process of 

moving from one school setting to another.  

 

2.5 Schools in Mauritius 

 

There are both private and public schools all over the island of Mauritius. Among the public 

schools, there are state schools, private aided schools, and private unaided schools. There are 

public and private preschools as well as public and private primary schools. Each school has 

its own characteristics. Public schools welcome every child, however, private schools which 

are fee-paying, welcome children from a specific background, that is, those whose parents are 

able to afford the fees.  

 

One common feature among the public schools is that the school size and classroom size are 

more or less the same. There is no difference in the rural or urban infrastructure of schools. 

However, the private schools differ from each other. Some schools are set up on wide plot of 

land giving children vast spaces to play, some offer lunch against payment. One feature that 

was observed during observation is the cleanliness of toilets in private schools. While in public 

schools there is a strange smell that emanates from the vicinity of toilets, in private schools the 

toilets are taken care of by specific toilet cleaners. 
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2.5.1 Preschools in Mauritius 
 

There are mainly two types of preschools in Mauritius, namely public and private preschools 

which are located all over the island. The private preschools are owned by private service 

providers and are fee-paying. The fees often range from Rs 1,000 to Rs 10,000 per child, 

depending on the services being offered. For instance, some private preschools provide lunch, 

day care services early in the morning and late in the evening, and dinner. In some private 

preschools there is also a deposit fee which is payable prior to the registration of the child. 

There are 651 private preschools in Mauritius, according to the statistics generated by the 

ECCEA (tipti.org). Recently, some preschools have also emphasised on the medium of 

instruction, that is English-medium preschool or French-medium preschool. Additionally, 

some preschools have linked their services to private primary school providers, acting as what 

is called as feeder schools. It has been noted that there are more private preschools than public 

preschools in Mauritius. 

Public preschools are those preschools which are run by the government, more specifically, by 

the ECCEA. As at date, there are 191 ECCEA run schools (tipti.org). The preschools are found 

in the same compound as the public primary schools, that is, they are attached to the primary 

schools. Public schools being free of charge, each child is supposed to pay a Parent Teacher’s 

Association (PTA) fee annually. Public preschools start at 9 am and ends at 2.30 pm in the 

afternoon, that is, one hour before primary school ends.  

 

2.5.2 Primary schools in Mauritius 
 

There are 318 primary schools in Mauritius (Statistics Report, 2017), out of which 221 are 

government operated, 44 private non-aided schools and the rest are run by the Bureau 

d’Education Catholique, the former Roman Catholic Education Authority, and the Hindu 

Education Authority. Among the 221 public primary schools, 191 schools have a pre-primary 

unit attached.  
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2.5.3 Schools for the present study 
 

For the purpose of this study, two public preschools and two private preschools have been 

selected for piloting of observation schedule and interview schedule. Table 2.3 below shows 

the selection of the schools for piloting.  

Table 2. 3: Preschools selected for piloting of observation and interview 
schedules 

No. Preschools chosen Type of preschool Region 

1 Mare D’Albert Government PPS Public   

Rural 2 Wonder Kids PPS Private 

3 Lapeyrouse Government PPS Public  

Urban 4 Snoopy PPS Private 

Table constructed by researcher to represent where the piloting of 
observation and interview would take place. 

 

2.5.3.1 Description of schools chosen for piloting 
 

This section provides a description of each preschool that has been chosen for piloting the 

observation and interview schedules for the study. The preschools are divided into two 

categories, namely, rural and urban. Details of the schools have been divided into four different 

categories, namely the school, the teacher, the students and miscellaneous. 

 

Mare D’Albert Government Pre-Primary School 

The school: The Mare D’Albert Government Pre-Primary School is found in a rural region in 

the south-east of Mauritius. The preschool is found in the same compound of the Mare D’Albert 

Government School. The school provides yoghurt and fruits to each child on a daily basis. 

 

The teacher: There are one teacher and one carer in the preschool who caters for around 

20 children. The teacher holds a Teacher’s Certificate in Early Childhood Education (TCECE) 

from the Mauritius Institute of Education (MIE) and has worked for 14 years in a public 

preschool and 8 years in the private preschool.  
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The students: The children come from the vicinity of the school and nearby villages. The 

background of the children is quite similar. They come from vulnerable groups, low socio-

economic status families with very low income.  

Miscellaneous: The school is made of concrete and has been renovated. The attached pre-

primary unit has been decorated by the teacher. It is very colourful and warm. The children sit 

in circle in small groups of 4–5. There are charts and bantings, alphabets and numbers, shapes 

and colours, plant pots for children and different learning corners – book corner, shop corner, 

doll corner and kitchen corner. Children are allowed to play in the school yard during recess. 

However, the recess time for preschoolers and the primary schoolers do not coincide. 

 

Wonder Kids Pre-Primary School 

 

The school: Wonder Kids PPS is a private preschool located in a rural region in the centre of 

the island. It is managed by Mrs Rashida who is also the owner of the school. The school 

welcomes children as from the age of three. The school provides only yoghurt and fruit. There 

are around 40 children between three years and five years.  

 

The teacher: The manager also works as teacher in her school. She has one teacher holding a 

teacher’s certificate who works along with her and two assistant teachers each holding a 

Certificate of Proficiency in Early Childhood Education (CPECE) from the Mauritius Institute 

of Education (MIE).  

 

The students: The children come from the vicinity of the school and nearby places. The 

background of the children is quite similar to each other. They come from lower-middle class 

to middle-class groups.  
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Miscellaneous: The preschool is located on the ground floor of a residential building, in a 

residential area. It is very attractive to look at with a variety of outdoor and indoor equipment. 

The manager lives on the first floor and the yard is big enough for children to play. 

Lapeyrouse Government Pre-Primary School 

 

The school: Lapeyrouse Government Pre-Primary School is located in an urban region in the 

centre of the island, in a town called Curepipe. It is found in the same compound as the primary 

school. There are around 28 children in the preschool. Yoghurt and fruits are given to children 

every day. 

 

The teacher: There is only one teacher in the school and a carer or helper. The teacher holds a 

Teacher’s Diploma in Early Childhood Education (TDECE) from the MIE.  

 

The students: The children who attend the preschool come from vulnerable groups and lower-

middle class families. They live near the school. 

 

Miscellaneous: The building is not very colourful, but the teacher is very dynamic and 

motivated. She decorated the class with available charts and posters.  

 

Snoopy Pre-Primary School 

 

The school: Snoopy is a private preschool in the centre of Mauritius in the town of Curepipe. 

It is one of the most famous private preschools in the island. It welcomes children from all over 

the island. It is divided into two sections: Little Snoopy and Snoopy. Little Snoopy is for two 

and a half year olds and three year olds while Snoopy accommodates children as from four 

years onwards. In one class there is around 10–15 children. The schools are in a house which 

has been converted into schools. It is very colourful, bright and welcoming. Mrs Rosy the 

manager and owner of the school employs one teacher for every 10–15 children. The school 

serves yoghurt and fruit for free to children daily. 
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The teacher: There are around five teachers holding a Teacher’s Certificate in Early Childhood 

Education and six teachers with Certificate of Proficiency in Early Childhood Education. Each 

teacher is responsible for 10–15 children of their class. The teachers work cooperatively on 

theme-based approach and share the different learning corners around the school.  

 

The students: The students are aged between two and half and five years old. They come from 

different backgrounds, starting from lower-middle class.  

 

Miscellaneous: There are many outdoor equipment available for children to play and there are 

big indoor and outdoor spaces for activities such as dance, yoga, aerobic and Zumba. The 

school is very well decorated with lots of colourful walls and hangings. The manager, along 

with her staff invest a lot of time and money in the features and aspects of the classroom and 

the school.  

 

2.6 Summary 

 

Educational reforms in the Mauritian Education Sector have brought major changes in the lives 

of Mauritians. The preschool and primary school sectors have already implemented ways to 

smooth transitions of children from an activity-based approach to formal schooling. The first 

research theme identified for the literature review is therefore, “School readiness”. The 

Government of Mauritius came up with Educational Amendment Bills to have necessary 

provisions introduced to provide quality education to all children, as compulsory education was 

introduced. With educational reforms towards quality education, frameworks were developed 

at all levels. The second research theme for this present study is: “National Curriculum 

Frameworks and transition practices”.  
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CHAPTER 3 

STRUCTURED REVIEW OF LITERATURE 

3.1  Introduction 
 

This chapter presents a detailed structured literature review on the themes identified in the 

previous chapters and the underpinning theory. It also outlines the transition practices in early 

years’ education and its connection with transition of children moving from preschools to 

primary schools. The first part of the chapter takes account of school transition practices 

internationally and locally, with more emphasis on the British and Mauritian transition 

practices. The second part of the chapter elaborates on models of transition practices in 

literature and indicates the underpinning theory for this present study. King Beach’s theory of 

consequential transitions is discussed in the concluding part of the chapter. The third part shows 

the justification of the identified themes followed by theme-wise discussion on reviewed 

studies. The theoretical perspective is discussed with the consequential transitions theory. The 

fourth part of the chapter explains the conceptualisation process of the research gap. The 

consolidated research gap is critically analysed to reach the research problem, research 

questions and research objectives, following Miller’s (2009) funnel approach.  

 

Earlier studies have shown that the first few years of schooling determines school success, and 

children are at risk for academic failure due to stress related to transition to school which could 

lead to lack of motivation and low academic performance. Evidence from previous studies 

suggests that schools must help smooth transition of children, to avoid cascading effects of 

early educational experiences on later life outcomes (Barnett, 2011; Chetty et al., 2011; Chetty 

et al., 2011; Duncan & Magnuson, 2013; Jenkins et al., 2016). In all fields of education, 

psychology, neuroscience and economics, research noted that educational experiences of 

children in early years are highly consequential and have a major impact on their careers and 

life (Campbell et al., 2014; Chetty et al., 2010; Claessens & Engel, 2013; Watts et al., 2014, 

2015). Much emphasis has been laid on preschool (Barnett, 2011; Campbell et al., 2014; 

Curran, 2015; Jenkins et al., 2016), studies revealed that the experiences of students during the 

first year of primary schooling – kindergarten – are also highly predictive of immediate and 

later outcomes (Chetty et al., 2011; Claessens & Engel, 2013; Claessens et al., 2014; Morgan 

et al., 2016; Watts et al., 2015). For instance, structural characteristics, such as the length of 

the kindergarten school day and class size, are associated with increased achievement through 
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the early years of elementary school (Cooper et al., 2010). Furthermore, features of the 

kindergarten experience, such as the quality of the teacher, and some of the structural 

characteristics (e.g., class size), have recently been shown to influence outcomes as remote as 

college attendance and earnings nearly two decades later (Chetty et al., 2011; Dynarski et al., 

2013). “High-intensity” activities, or those that involve individualized contact with parents and 

occur before the first day of school, are rarer than “low-intensity” activities, for instance, 

sending information home via a flyer (Daley et al., 2011).  Studies document fewer high-

intensity activities in schools serving lower-income students or in larger districts (Daley et al., 

2011). 

 

Different researchers have coined the term “transitions” in their own ways. For instance, the 

term has been defined in terms of “rites of passage” by Van Gennep (1990), “rites of 

institution” by Bourdieu (1997), passage of life and lifelong adaptations which is a continuous 

process by Elder (1998), “border-crossing” by Campbell Clark (2000), a shift from one identity 

to another by Lam and Pollard (2006). Peters (2014) suggested that the two school settings 

need to create common grounds of understanding, coining a term called ‘borderlands’ in 

educational environments can contribute to successful cross-boundary transition. These 

understandings support further learning of children and making school enjoyable for them, 

while building and sustaining a sense of belonging. In literature, the term “transition to school” 

is understood and applied in different contexts. The UNICEF (2012, p.8) has defined transition 

to school as: 

“…children moving into and adjusting to new learning environments, families learning to work 

within a sociocultural system (i.e., education) and schools making provisions for admitting new 

children into the system.” (p. 8) 

Murray (2014) explains transition as a process which requires the socio-emotional and personal 

growth of the child, the physical setting of the new school environment, and the need for 

teachers, researchers and other stakeholders to constantly theorise and reflect as with all 

developmental changes. Turunen (2014) found that academic achievement and social 

competencies in school outcomes results in positive transition. Through school experiences 

and experiences of success, a child can build an image of himself or herself as a learner. This 

is closely related to success of the child at school and his or her own sense of self. These 

definitions lead us to realise that the term “transition” is not only a term, but there are various 
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types of transitions. Johansson (2007) proposed that changes that take place are vertical in 

nature, which is, from home to early childhood settings, from preschool to primary school, 

from primary school to secondary school, and so on, as well as transitions between classes and 

teachers within a particular setting. “Transition practices” has been associated with transition 

activities in previous studies, for instance, Petrakos & Lehrer (2011). For the present study, 

‘transition practices’ is a key term which represents not only the transition activities, but what 

teachers do to prepare children for formal schooling. Everything that the teachers in both 

settings do to cater for the transition of children is considered as transition practices in this 

study. 

3.2 International transition practices 

 

Margetts and Kienig (2013) reported that theories such as cultural understanding, equity, social 

justice, rights of the child and children’s agency, and parental and family’s involvement have 

influenced research on transition to school and its policy. Essentially, it is being argued that 

understanding transition practices of teachers at both ends could contribute to cater for smooth 

transition of children. According to literature, transition of children in early years is influenced 

by various factors researched extensively. For instance, age of entry in formal schooling, the 

difference in the settings, relationships, curriculum continuity, among others. Along the same 

line, studies have revealed that transition practices contribute to the involvement of parents in 

the school experience of students as well as to parent-teacher relationship. These collaborations 

have been considered as key to successful transition to elementary school. The researcher has 

reviewed the following international transition practices: 

3.2.1 Finland  
 

In a study of preschool to school transitions in Finland, Karila and Rantavuori (2014) proposed 

that by a smooth transition can be take place through collaboration between the two settings in 

terms of developing lessons jointly. The authors inspired their work by the ideas of 

Engeström’s cultural-historical activity theory (2000) and Edwards’ (2010) boundary work and 

boundary spaces that prevail in the shared working activities of preschool and school 

professionals. The findings of Karila and Rantavuori (2014) revealed that the functioning of 

the two different settings vary and the teachers in the two different school environments find 

the practice in the boundary space demanding as they need to collaborate with each other in 
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terms of creating new activities, sharing them. Their findings also indicated that working 

practices in boundary work and boundary spaces should be greatly considered and managed. 

The authors eventually proposed the need to deepen the understanding about everyday 

transition practices, develop good transition practices and to learn more about the ways the 

practices take place, which this present study intends to explore. 

 

3.2.2  South Africa  

 

South Africa has established a policy to assist in preparing children for formal schooling 

through developing the 2001 White Paper No. 5 on Early Childhood Development. Margetts 

and Phatudi (2013) used a case study approach to investigate school principals and teachers’ 

knowledge of and relationships with preschools, and practices around school transition. Grade I 

teachers were also interviewed about the factors that influence children’s transition to school.  

 

The findings of the study concluded that attendance in preschool and parental collaboration 

positively influence the transition of children and their adjustment to school. The authors also 

concluded there need to be an increased awareness of the importance and effectiveness of early 

childhood education in preparing learners for successful learning. However, the study focused 

mainly on school principals, Grade I teachers, parents, and children who have just undergone 

the process of transition. Preschool teachers were not given much consideration. Instead, the 

authors only recognised the important role of preschools in supporting children’s adjustment 

to school and suggested that it was the government who should provide quality preschool 

provision. The researcher still believes that the practices of preschool teachers along with 

Grade I teachers could shed more light on how to smooth the transition between informal and 

formal schooling. 

 

3.2.3  Australia  

 

Margetts (2013) investigated what children need to know about starting school and what 

schools can do to help children start school. This study was limited to the understanding of 

what can facilitate transition of children from preschool to primary school setting from 

children’s perspectives rather than from the practices of teachers. The findings of the study of 

Margetts (2013) can be evidence of why transition practices should be explored as the 
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children’s suggestions for dealing with issues that influence children joining primary schools.  

The author also concluded that there is a need for teachers in the prior-to-school setting and the 

primary school to assist children more explicitly based on the findings of the study about what 

new entrant children need to know, which are categorised: 

i. Peer relationships 

ii. School rules 

iii. Knowledge of the school and general procedures about how the school functions 

iv. Classroom procedures – information about the new teacher, the classroom, and how to 

behave in the classroom 

v. Feelings and emotions 

vi. Academic skills – writing own name; reading alphabet and letter sounds; knowing 

words; mathematics and numbers; drawing, doing art; knowing how to learn things; 

doing hard work 

 

On the one hand the conclusion of Margetts is acceptable, but the researcher still believes there 

is a need to understand transition practices of both sending and receiving teachers. Margetts 

(2014) also explained that transition and adjustment are closely joined and is a key indicator of 

successful transition. The author implies that oneness is associated with the sense of identity 

of the child and their own sense of belonging. Therefore, children adjust more easily in settings 

where they feel valued and supported with others, and there is a connection with others in the 

new setting.  

3.2.4  Scotland 

 

Cassidy (2010) studied the transition period through the perceptions, attitudes and expectations 

of receiving teachers. Six first grade teachers were interviewed and videotaped in a discussion 

group. The participants were concerned about children’s ability to adjust to school, and also 

mentioned that visiting a preschool centre was a valuable experience. They also stated that the 

information and knowledge children bring from preschools were vital to ensure a smooth 

transition. Although the results shed light on teachers’ perceptions, there is also the need to 

interpret with caution the results given the small sample size used.  
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In Scotland, teacher collaboration in both schools settings, parental collaboration in the 

transition process, the voice of the child, information sharing of curriculum and social 

experiences have been identified as critical in transition to school (Dunlop, 2013).   New 

entrants visit preschools and schools and teachers in both school settings make effort to build 

relationship with each other to share information about the approaches they use in the teaching 

and learning process.  During this phase of transition, both school settings ensure the that 

children and families have positive experiences. The author went further to claim that the 

participants of the study are aware of the benefits of collaboration between settings, sharing of 

information and knowledge, and in creating opportunities for children to build on the 

knowledge they have already acquired. According to Dunlop (2013) transition practices affect 

curriculum and its implementation. Children should be supported in developing their self-

esteem and geared towards self-learning to enable them to demonstrate what they know and 

use their skills in the learning process. Moreover, this type of learning can help them bridge 

into new opportunities consistently and confidently.  

Teacher collaboration, parental involvement and voice of the child are the key elements in 

effective transition practice which gave rise to a number of questions namely, how teachers 

will be provided support to collaborate, how the school can involve parents and how the voice 

of the child can help for transition practices.  

Much emphasis is laid on agency and parental collaboration, while an understanding of 

transition practices by teachers in both settings, in other words, what teachers do to support 

children in the transition process, has been overlooked.  

 

3.2.5  Hong Kong 

 

The researchers of a study carried out in Hong Kong, emphasized the challenges of transition 

from preschools to primary schools are the class size, which is bigger, the curriculum, which 

is subject based, the new school rules which are stricter, the rigid timetable, homework, school 

hour which lasts longer and literacy and numeracy skills (Li et al., 2013).  
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3.2.6  United Kingdom 

 

In the United Kingdom, the Early Years Foundation Stage (EYFS) sets the standards for all 

early years’ stakeholders to meet and ensure that children are learning, developing well and are 

safe and healthy. It ensures the school readiness of children through appropriate teaching and 

learning and provides children with the required knowledge and skills which are the roots of 

future success through school and life (Statutory Framework for the EYFS, 2017). The EYFS 

has been introduced by the government in UK in 2008, to ensure that the provision of quality 

early years education is consistent throughout the country. As Ang (2014) puts forth, by 

introducing the EYFS, the government of England shows its commitment to early years 

education.  

 

Although the EYFS framework has been well viewed by practitioners and researchers as a 

means to raise the quality in early childhood settings and among providers (Pugh, 2010), some 

have also argued that one of the overarching goals of the EYFS is to eventually academically 

prepare children for school to achieve targeted educational goals, thereby failing to value the 

early years’ experiences of young children (Pugh, 2010; Rose & Rogers, 2012; Faulkner & 

Coates, 2013). An important part of the EYFS is the Early Years Foundation Stage Profile 

(EYFSP), a document filled by the teachers working with four to five-year old. It records each 

child’s progress and development. Children are assessed by the teacher who determines 

whether the child achieves the required level of development, if not by the end of reception 

year or the first year in formal school. There are three levels of expectations – the expected, 

the exceeding, and the not yet reaching levels (DfE, 2013). The EYFS therefore is a prescribed 

guideline for practitioners. 

 

A copy of the EYFSP along with short remarks on the skills and abilities of the child with 

regard to playing and exploring, active learning and creativity and thinking skills must be given 

to Year 1 teachers as recommended in the Statutory Framework for the Early Years Foundation 

Stage. This practice aims at informing collaboration between reception teachers and year 1 

teachers on the learning and developmental needs of the child, that will ease preparation of 

activities in year 1.  
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Table 3. 1: International relevant studies on Transition Practices  

 Author Year Discussion 

1 Fisher 2010 Age does not determine whether a child will learn better through 

a preferable means. Developmentally appropriate practices will 

enable children to learn better. 

2 Petrakos & 

Lehrer 

2011 Administrative support and effective communication with 

parents and children are essential transition practices with an 

impact on transition to school. 

 Ahtola & al. Future academic achievement is influenced by the 

implementation of transition practices. They reported that 

exchange of children’s “growth portfolio” and cooperation 

between preschool and primary school teachers are very 

effective transition practices for children’s outcomes. 

 Ahtola, 

Poikonen, 

Nieme & 

Nurmi 

2012 Alignment and coordination must take place at both preschool 

and primary school levels to enable more effective teaching 

processes and positive child outcomes. 

 O’Connor 2013 Developmentally appropriate curriculum should focus on where 

the children “are at” rather than where they “should be”. The 

key person approach can address transition. 

 Einarsdóttir 

Dunlop 

 Documentation focusing on continuity in the education of 

children will help build on the knowledge, experience, and skills 

of children. 

 Hopps 2014 The relationship between the teachers from both preschool and 

primary school settings should be part of a practice and 

exchange of information be encouraged by teachers and policy 

makers.  

 Graziano et al. 2015 The authors found good student-teacher relationship can 

enhance executive functioning which contributes to school 

readiness of children.  

7 Little, Cohen-

Vogel & 

Curran 

2016 Using transition practices by receiving schools can affect 

children’s educational trajectories during the transition to 

kindergarten. 
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The No Child Left Behind policy can be possible when student 

achievement data will inform teacher practice to boost high-

quality instruction. 

8 Rimm-

Kaufman & 

Sandilos 

2017 The multi-dimensionality of school readiness is an important 

factor that predicts children’s school success. Practitioners need 

to be aware of both the multidimensionality of readiness and 

teacher-child relationship, and there is a need for transition 

practices to help families and schools prepare children for the 

expectations of the kindergarten year. 

9 Puccioni 2018 Kindergarten teachers believe that there are specific skills and 

behavioural attributes that can support children during their 

transition to kindergarten, and parental involvement should be 

encouraged through sharing of information about those skills 

and attributes. 

Source: Compiled by the Researcher 
 

3.3 International transition practices relevant for present study 

 

Transition practices for the present study relates to what happens in the classrooms of both 

preschools and primary schools. Previous research have focused on the children and their 

families who contribute enormously to the smooth transition of their child. As obtained from 

literature search, in many countries there is a transition program that enable teachers to help 

children move to the next stage of learning. There has been many studies carried out where the 

transition programs have been studied. In the UK, the EYFS inform practitioners and other 

stake holders on how to prepare children for the next level.  

According to the Statutory Framework for the EYFS (2017), “the EYFS sets the standards that 

all early years providers must meet to ensure that children learn and develop well and are kept 

healthy and safe. It promotes teaching and learning to ensure children’s school readiness and 

gives children the broad range of knowledge and skills that provide the right foundation for 

good future progress through school and life” (p. 5).  
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According to the Statutory Framework for EYFS, the document seeks to provide: 

• Quality and consistency in all early year’s settings, so that every child makes good 

progress and no child gets left behind; 

• A secure foundation through learning and development opportunities which are planned 

around the needs and interests of each individual child and are assessed and reviewed 

regularly. 

• Partnership working between practitioners and with parents and/or carers. 

• Equality of opportunity and anti-discriminatory practice, ensuring that every child is 

included and supported. 

It outlines the requirements for learning and development, safeguarding children and 

promoting their welfare. The learning and development requirements cover: 

• The areas of learning and development which must shape activities and experiences 

(educational programmes) for children in all early years settings. 

• The early learning goals that providers must help children work towards (the 

knowledge, skills and understanding children should have at the end of the academic 

year in which they turn five). 

• Assessment arrangements for measuring progress (and requirements for reporting to 

parents and/or carers). (p. 7). 

 

The Statutory Framework for the EYFS uses different sections to elaborate on the tasks of the 

providers and how they can achieve their set goals. In the learning and development 

requirements section, teachers must ensure that all children complete the EYFS “ready to 

benefit fully from the opportunities ahead of them” (Statutory framework for Early Years 

Foundation Stage, 2017. p. 7). There are seven areas of learning and development that shapes 

educational programmes in early years. The prime areas being: 

• Communication and language 

• Physical development 

• Personal, social, and emotional development 

These three prime areas are further expanded into four specific areas, namely: 

• Literacy 
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• Mathematics 

• Understanding the world 

• Expressive arts and design 

 

3.3.1 Personal social and emotional development of children 
 

As per the Early Years Foundation Stage Profile 2019 (EYFSP, 2019, p. 29), Personal Social 

and Emotional Development area of learning involves helping children to: 

• Develop a positive sense of themselves and others 

• Form positive relationships and develop respect for others 

• Develop social skills and learn how to manage their feelings 

• Understand appropriate behaviour in groups 

• Have confidence in their own abilities 

 

The three early learning goals 06, 07, and 08 are self-confidence and self-awareness, managing 

feelings and behaviour and making relationships. Each learning goal are elaborated as follows 

in the same document: 
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Table 3. 2: Early Learning Goals for PSED area of learning as per the EYFS 
handbook  

ELG 

06 

Self-confidence 

and self-

awareness 

• Children are confident about trying new activities and 

say why they like some activities more than others. 

• They are confident speaking in a familiar group, will 

talk about their ideas, and will choose the resources 

they need for their chosen activities. 

• They say when they do or do not need help. 

ELG 

07 

Managing feelings 

and behaviour 
• Children talk about how they and others show feelings, 

talk about their own and others’ behaviour and its 

consequences, and know that some behaviour is 

unacceptable. 

• They work as part of a group or class and understand 

and follow the rules. 

• They adjust their behaviour to different situations and 

take changes of routine in their stride. 

ELG 

08 

Making 

relationships 
• Children play cooperatively, taking turns with others. 

• They take account of one another’s ideas about how to 

organise their activity. 

• They show sensitivity to others’ needs and feelings 

and form positive relationships with adults and other 

children. 

Source: EYFSP Handbook 2019, p. 53. 

Through the PSED area of learning, sending teachers design and implement activities to foster 

the personal, social and emotional development of children.  It has been recommended that 

preschool must stimulate the development of children, alleviate fear of the unknown, 

strengthen the social competence of children, develop learning strategies, and document 

individual development of each child (Einarsdóttir et al., 2019).  As per the observation carried 

out for the present study, activities are designed using the integrated approach. That is, even 

though there is one main objective for the PSED area of learning, the activities also cater for 

other objectives which are linked to other areas of learning, thereby looking into the holistic 

development of the child. It has been found that there is an association between a holistic, 
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nurturing approach and a reduction in ‘troublesome’ behaviour in young children (Aubrey & 

Ward, 2013).  

 

Moore (2013) stated that students need to think about the knowledge acquired previously and 

how it can be applied in real life situations or context to have a consequential transition. The 

four types of consequential transition as identified by Beach (2003) includes the aspect of 

developmental progress, the types of activities that prepares the individual and adapting to the 

transformation. School readiness of young children moving from preschools to primary schools 

require the same process. However, sending teachers need to prepare the young learners for the 

transition and receiving teachers should be able to support them after they move to formal 

school. Socio-emotional development of young children has been found to contribute to a 

smooth transition to school as per this study. This aspect of development in children is crucial 

for developmental progress in all other domains during the transition process of young learners. 

As research showed, children must be seen as a whole, while various aspects of their 

environment, such as their family and cultural background, the setting and life at home must 

be taken into consideration, to ensure their well-being. These links must be established and 

nurtured (Tickell, 2011). 

 

These areas of learning and development are quite similar to the National Curriculum 

Framework Pre-Primary of Mauritius. Once children is about to leave preschool to move to 

primary school, preschool teachers are required to fill in the EYFS profile and comment on 

each child’s ability. The EYFS ends with the Early Years Foundation Stage Profile (EYFSP). 

Preschool teachers need to fill in the EYFSP that children carry to the next level. The document 

provides the next teacher with a picture of the skills the children acquired, their knowledge, 

that is, the information that will inform teachers. The EYFSP has to be filled by preschool 

teachers. The document is passed on to the next class teacher. The last year of preschool meet 

the demands of the EYFSP. The skills and knowledge that the children have acquired are 

clearly noted and elaborated upon where needed, to provide the receiving teacher with a picture 

of how they should prepare the new learning experiences for children. The teacher will 

determine the right pedagogical approach to support children having specific difficulty so as to 

smooth their transition into formal schools. This exchange of information encourages dialogue 
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between the teachers of both settings, and also informs parents so as they can get involved in 

preparing their child for the future.  

The transition of children moving from preschools to primary schools is therefore influenced 

by their “school readiness” and the present study focuses on what teachers in both settings do 

to smooth that transition process. 

 

3.4 Models of transition practices 
 

Literature affirms there are systematic differences between preschool and primary school 

education, in terms of the physical environment, the content of the curriculum, the organisation 

of the classroom, and the pupil-teacher ratio, which are considered as discontinuities (Boyle & 

Petriwskyj, 2014; Chan, 2012; Dockett & Perry, 2012). It is the pedagogical discontinuities 

that are relevant for the polarisation of EYFS and Year 1 provision (Fisher, 2009, 2011).  

Evidently, there is an absence of bridging between these two phases of education, meaning, 

children are at risk of experiencing an abrupt transition to formal schooling (Huser et al., 2015).  

 

3.4.1 Child-Focused transition practices 
 

Findings of research on child-focused transition carried out by Rosenkoetter et al. (2009) are 

as follows: 

1. For all children, irrespective of their background or from the milieu they come from, 

the transiting environment or the next environment should be able to provide high 

quality childcare and developmentally appropriate classrooms as these are related to 

better academic and social outcomes such as cognition, work habits, initiative, self-

direction, literacy, problem solving, and social adjustment.  

2. The socio-economic status of the family, the neighborhood and vicinity of the 

residential address of children, that is, the ecological factors, including parental 

collaboration with the schools are related to the academic achievement and positive 

social outcomes for all children, that is, those developing typically and at-risk children.  
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3. Positive teacher-child relationship during the transition period from one setting to 

another setting is related to positive cognitive outcomes for all children and it also helps 

children adjust in the new setting irrespective of where they come from.  

4. Socio-emotional development and communication or interaction skills are considered 

as critical for school readiness, compared to academic skills. These communication 

skills include expressing wants, taking turns, following instructions, among others.  

5. A similarity between the two learning environments is believed to be positively related 

to successful transition for all children, even those with developmental delays. 

However, teachers in formal schools must be prepared to use appropriate teaching skills 

for successful adjustment and positive outcomes post-transition of children with 

disabilities or developmental delay or at-risk for school failure.  

A number of studies on transition has focused on the child using the ecological model (Murray, 

2014; Einarsdóttir, 2014; Dunlop, 2014; Harrison, 2014; Mackenzie, 2014). Transition to 

school programs need to be developed by paying particular attention to the factors that 

influence transition, while using the bioecological perspective (Sojo et al., 2011). The sense of 

belonging to the school community is a factor that has been considered in studies related to 

early childhood education, where the teacher is responsible for ensuring that each child has 

equal access to joint activities and is able to learn social skills with their peers (Hännikäinen, 

2010). Later, Einarsdóttir et al. (2018) distinguished between approaches geared “toward” and 

“with” children as a transition process practice, where the children participate actively and 

equally in their own education. They stated that the acquisition of normative knowledge being 

the focus during teaching in preschool that “instead of an active, experiential and inquiry 

learning may lead to a neglect of the socio-emotional well-being of children” (p. 6).  

 

Additionally, child-focused transition practices also involve teaching children about being 

responsible so as to meet the demands in formal schools. Results of a study conducted by 

Dementiy et al. (2016) revealed that to prepare children for school and learning, the education 

system must create conditions to help children develop the sense of responsibility as part of 

each child’s personality trait. The authors clearly mentioned that children are prompted to 

comply and obey rather than developing a personality trait such as responsibility which is 

composed on cognitive, behavioural, and emotional components.  
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Koçyiğit (2014) found that media can be used as a supporting tool through cartoons, public 

service announcements, and special broadcasts to inform children about primary school. The 

author also found that playing games is an issue for children, as they believe that they will 

never play games in primary schools. Play should therefore form part of the transition practice 

as a pedagogical tool or using games as an “instruction technique” to allow continuity by 

teachers to support children during the process. The children in the study provided information 

that shows that they develop their perceptions of primary schools through their families and 

teachers. They are also worried about rules in the new education settings, which they consider 

as “big”, “crowded”, “complex”, and “distant”. Koçyiğit eventually concluded that preschool 

teachers and parents of preschool leavers should provide appropriate information about the 

primary schools and mentioned that visiting the primary schools as an introduction would be 

an appropriate transition practice. Simultaneously, preschool teachers should provide children 

with enriching experiences by implementing activities that can support children’s transition to 

primary schools. 

 

The more preschool experience children have, the more ready they are for primary school 

(Polat et al., 2016). During preschool time, children develop skills and characteristics that are 

related to school readiness for formal schooling and self-concept. Simultaneously, it was noted 

that teachers may not be investing much time on self-care skills while some children may 

already be independent and autonomous before joining primary schools. They concluded that 

studies should be conducted on development of self-concept of children, activities pertaining 

to the all-round development of the child should be generated and preschool education must be 

provided to a wider age-range of children. 

 

3.4.2 Family-focused transition practices 
 

The results of a study carried out in Australia on the assessment and intervention program 

during the transition time showed that parental involvement in transition activities make 

parents engage in the education of their child (Giallo, 2010). Families have been recognised as 

the primary people responsible for the school readiness of children (Koçyiğit, 2014).   

Sojo (2011) reported in The KidsMatter Transition to School: Parent Initiative that based on 

evidence, it aims at supporting schools, parents and carers during the transition period of 
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children, by providing them with the knowledge, skills and resources to help children have a 

positive school start. Parents and carers had four information sessions along with resources and 

materials required, whereby the initiative sought to build up positive relationships and 

collaboration among all stakeholders, namely, school staff, parents and carers and the 

community at large. The initiative was also meant to support children and their families during 

the transition process which he coined as ‘potentially challenging time’, by assisting school in 

promoting mental health and well-being of children. 

 

3.4.3 Teacher-focused transition practices 

 

The relationship between intervention programmes and transition practices during the 

transition period have been investigated with regard to their relationship with development of 

academic skills such as literacy and numeracy skills. The long-term outcomes of transition 

interventions on the academic achievement of children were found. This confirmed that if 

teachers are well-prepared and ‘ready’ children can help scrutinise the impact on failure in first 

grade and repetitions. Moreover, there is evidence in research that if transition process is not 

dealt with appropriately, it may result in dropout and repetition.   

 

Findings of a study on assessment of transition practices of sending and receiving ends teachers 

and how far their practices support academic development of children, proposed that there is a 

need for curriculum continuity and written information between the two settings must be shared 

(Ahtola et al., 2011). The research focused on the assessment of children in literacy and 

numeracy skills. In addition, it was mentioned that the academic skills of children became 

significantly developed if a variety of transition practices was used. Consistently, when the 

relationship between teacher-child interactions and achievement of children was investigated 

in a variety of kindergartens in the United States, through phonological awareness, literacy and 

numeracy skills of children, the finding revealed that high-quality teacher-child interaction 

supports the increase of vocabulary in children, in line with other studies (Curby et al., 2009; 

Belsky et al., 2007).  Additionally, among the findings are the impact of classroom organisation 

on development of numeracy skills and the support of teacher was shown to be related with an 

improvement in literacy.  

 



 

52 
 

A study of the perspectives of preschool and primary school teachers on reading and writing 

informed that it is good to design specific work for writing to prepare children for transition 

and for the child to feel safe (Santos, 2015). The participant preschool teachers claim that they 

conduct visits with the children to the primary school, they implement activities in the school 

library, reading and writing for the children, they promote the use of record boards (attendance 

board, time board), and follow a method for teaching reading. They also claim to use the 

various work areas in the room, to show devices with letters, and to talk to the teacher who will 

teach the children in the primary school. Primary teachers informed that they use role playing 

games, read to children, functional reading, and organise the classroom space to give it the look 

or characteristics of the preschool classroom.  Teachers who use specific models to teach 

reading did not note any link to preschool education. When asked about the best time to foster 

transition process and what competencies should develop in the domains of reading and 

writing, the participants of the study agreed that it is during preschool that there should be 

initiation to a more systematic work towards transition. That is, preschool teachers were held 

responsible for the transition process. However, the aim of both the preschool and primary 

school teachers was to train children to acquire more logic-driven competencies that prepares 

them to do higher level activities for the transition between the two settings. Both the preschool 

and primary teachers considered pedagogical practice as important for the transition process, 

paying attention to the activities that are conducted in the preschool classroom along with 

occasional visits to the primary school. Primary teachers suggested that parents and preschool 

teachers are responsible for the acquisition of specific academic competencies. The author also 

concluded that everyone who is part of the learning process of children should achieve the 

expectations or demands of the transition. With regard to the reading and writing competencies 

that children should develop when moving to the primary school, the preschool teachers listed 

the following: development of fine motor skills; drawing letters; autonomy; enjoying learning; 

recognising their own name; distinguishing letters from numbers; knowing the conventional 

spatial orientation of reading and writing; recognising letters; distinguishing letters from words 

and phrases; and orally dividing words into syllables.  

Primary teachers on the other hand explained that when transitioning to the primary education, 

children: should be able to interpret images, must have developed core competencies (writing 

their own name and identifying colours), must have developed an interest for reading and 

writing, should understand the meaning of the text while reading, and should have developed 
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fine motor skills. One of the teachers states that “early childhood teachers, of course, will have 

a greater capacity to answer this question.” 

 

3.4.4 Teaching quality-focused transition practices 
 

Evidence is present that there is a link between the number of transition practices implemented 

with better academic outcomes. While exploring the effect of transition activities in various 

kindergartens in the United States and the relationship with the outcomes of children, the 

authors mentioned that the academic achievement of children is better when families are 

actively involved, and when teachers frequently use transition practices. Altogether, the 

findings accentuate the impact of transition on the lives of children and their academic success 

in the future (Ahtola et al., 2011).  Hence, numerous transition practices should be taken into 

consideration to support the transition of children joining formal schools. Therefore, there must 

be a plan which involves the transition practices of teachers, the transition activities of schools, 

ways to encourage parental involvement, building rapport between different ecologies, that is, 

preschools and primary schools, for effective communication and sharing of information such 

as the portfolio of children, and establishing curriculum continuity at both levels. Since a 

number of factors such as the personal development of children and academic achievement, 

family involvement, home-school bridging, dropout and failure rates, are related to transition 

from preschools to formal schools, due consideration must be given to transition practices 

present in literature as they are implemented. Given the international commitments and policies 

concerning the universal coverage and provision of high-quality primary educational services, 

it is fundamental to address dropouts and failure rates (UNESCO, 2014). 

The study of Santos (2015) informed that for preschool teachers, preschool education should 

include: preparation of activities, in particular worksheets; the identification of one’s own 

name; storytelling; joint activities with the primary school; the creation of situations that 

involve the functional use of reading and writing; the exploration of the conceptual, figurative, 

and functional aspects of writing language; reading by the adult; and contact between the 

preschool teacher and the primary teacher, that includes the preparation of an assessment report 

by the preschool teacher to be delivered to the primary teacher. This assessment report is similar 

to the EYFSP of the UK. Visiting the primary schools, presenting the work of the preschools, 

assessment and diagnosis of each child, a particular teaching method should be used, knowing 
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what the primary teachers do and expect are part of the tasks of the preschool teacher. Primary 

teachers explained that children must be provided with similar tasks as in preschool classroom 

in order to smooth the transition process. Games should be used in the primary classroom, and 

the space and time should be quite similar to that of preschool. They also explained that the 

teacher must be more rigorous and demanding, and they must use a particular method for 

teaching reading to facilitate the transition.  

 

3.5 Why teacher-focused transition model for present study 
 

For the present study, since the focus is on transition practices of sending and receiving 

teachers, the teacher-focused transition practices model is suitable. However, it is to be noted 

that without children in the class, teachers cannot implement transition practices. Teachers can 

only teach when children are present. The researcher opted for the teacher-focused transition 

practices to study how these practices influence transition of children moving from preschool 

to primary school in Mauritius. With children present in the classroom, the practices of teachers 

can be observed. Once the transition period has taken place, the role of the preschools and the 

sending teachers ends, while that of the primary school teachers becomes active (Ahtola et al., 

2012). In view of what has been mentioned in this section, the need for preparing children for 

primary school can be highlighted as theme four of the study.  

 

3.6 Consequential transition theory 
 

Beach’s Consequential Theory (1999) is mainly concerned with how knowledge is taken from 

one situation to another. Transitions are consequential because they affect the individual and 

their social context. Hence, consequential transition has been defined as: 

“…the conscious reflective struggle to reconstruct knowledge, skills, and identity in ways that 

are consequential to the individual becoming someone or something new.” (Beach, 1999, p. 

30).  
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Beach developed four types of transitions to understand the different forms of consequential 

transition, namely: 

 

i. Lateral transition 

 

Lateral transition involves the move between two related activities or settings in one direction. 

For instance, the move from primary schools to secondary schools.  Similarly, the move from 

preschools to primary schools is in line with lateral transition. It involves the participation in 

one activity replaced by another one. However, the transition involves a notion of 

developmental progression from one setting to the next.  Moving from preschools to primary 

schools indeed include developmental progression as children move from the informal school 

setting to a formal one.  

 

ii. Collateral transition 

 

Collateral transition involves the participation of the individual in two or more related activities 

quite simultaneously. For instance, moving from home to school, doing a part-time job after 

school, and transiting from language arts class to science class at school. Collateral transition 

is multidirectional. Beach explained that development during this transition can run against 

societal notions of progress as often as it runs with them.   

When children move from preschools to primary schools they are also moving from learning 

within an informal setting to a formal one. The knowledge and skills acquired during preschool 

years through areas of learning move to subject area. This implies that sending teachers use 

areas of learning to teach basic skills and knowledge to foster the development of children in 

all aspects of development, and hence, collateral transition also explains the transition of young 

children. 

iii. Encompassing transitions  

 

Encompassing transitions involves the changing social activity which takes place within a 

specific setting. Individuals maintain consistency in activities that involves routines, rituals, 

revivals and rules although all social activities do not remain constant. Lave and Wenger (1991) 
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explained that “…learners inevitably participate in communities of practitioners and the 

mastery of knowledge and skill requires newcomers to move toward full participation in 

sociocultural practices of a community” (p.93).  Another form of encompassing transition 

occurs when activities undergo rapid change relative to the lives of their participants. For 

instance, experienced teachers responding to new education reform initiatives. This transition 

also involves a clear notion of progress and takes place within a single activity with boundaries 

that change, at different rates with different consequences relative to the individual.  

Practices of sending and receiving teachers determine the preparedness of children when they 

leave one setting to another. Also, receiving teachers who welcome young children in the 

primary school classrooms have specific education initiatives pertaining to their prescribed 

curriculum to adhere to.  Sending teachers through themes and areas of learning have taught 

children so as to help them develop holistically. When these preschoolers move to primary 

schools, the rules, routines, and self change. They respond to the demands of the new setting 

and these may impact on their adjustment.  Encompassing transition therefore explains the 

practices of the sending and receiving teachers.  

 

iv. Mediational transitions 

 

Mediational transitions occur within educational activities that fosters active participation and 

engagement of the individual in an activity that is to be fully experienced. This transition can 

be seen in activities such as a school play store (Walkerdine, 1988), instruction in writing 

(Palincsar & Brown, 1984), learning the concept of area (Sayeki, Ueno, & Nagasaka, 1991), 

as well as community and work-based apprenticeships (Lave & Wenger, 1991). Mediating 

transition embodies a particular notion of developmental progress for participating individuals, 

as it lies along a continuum ranging from class activities to the real-world context, that is, 

outside the school context. Therefore, independent of where the individual lies on the 

continuum, there is a mediating status regarding where the participants are and their 

developmental progress which is similar to Vygotsky’s concept of a zone of proximal 

development (Vygotsky, 1978). 
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Sending teachers engage children in activities in preschools and foster their active participation 

so that they acquire specific knowledge and skills. Children hence develop holistically, and 

their progress is seen through their observable actions and behaviours.  Receiving teachers on 

the other hand, follow a prescribed curriculum which guide them about what to teach. Children 

in preschools seek help from adults around them to perform certain tasks, while in primary 

schools there is no assistance. That is when children become independent by progressing in 

their development and start solving their problems on their own.  

 

The four forms of transition share some common features that justify engaging them fully. 

Each form of transition involves building up of knowledge, identities, skills and 

transformations. Consequential transition involves progress for the learner through a 

developmental process. Eventually, consequential transition consists of changing relations 

between people and social activities, and also take into consideration the close relationship 

between people and activities.   

 

Consequential transition is directed towards not only how education can prepare children, 

adolescents, and adults adapt to existing society by maintaining a certain degree of continuity 

in collective values and beliefs, but also how to support individuals to take part in the 

transformation of society by preparing them for same (Beach, 1991).  

 

Lateral and collateral transitions sanction a broader educational focus on students’ participation 

across schools, families, workplaces, and communities. When transitions occur in the students’ 

life experiences, the activities carried out, the direction of the transition between them, and how 

the macro-level changes in society are concerned with developing knowledge, skills, and 

identity. The encompassing and mediational transitions sanction educational practices that 

enact change in the educational activities themselves, and thus, developmental changes in the 

coupling of students with activities that support learning. Beach pointed out that it may involve 

the expansion of classroom activities beyond the current schools and an expansion of the 

definition of schooling.  
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It is important to mention that Beach’s notion of consequential transition has been used in 

studying the transition from primary to secondary school (Evangelou, Taggart, Sylva, 

Melhuish, Sammons, & Siraj-Blatchford, 2008). The strategies used to smooth that transition 

draws on Beach’s mediational transition. In addition, when students move from school to 

university, lateral transition occurs (Krause, 2001; Leese, 2010; Shanahan, 2000). Thus, 

moving from one learning environment to another calls for the need for students to reflect on 

their prior experiences in the previous contexts and rebuild on same to adapt in the new context.   

 

3.6.1 Why consequential transitions theory for present study 
 

Children undergoing transition from preschool to primary school become someone new 

(Beach, 1991). The four forms of consequential transition will enable the researcher to 

understand the transition practices of both sending and receiving teachers as they prepare 

children to move from one learning environment to another. The focus will be more on 

mediational transitions which is more relevant to the study as the transition practices of teachers 

both in preschools and primary schools. In other words, preschool teachers prepare children to 

move to primary school with certain knowledge transferred into the primary classroom for 

reconstruction, involving the process of development linked to personal progress. 

 

For the present study, lateral transition will help the researcher to study transition practices of 

both sending and receiving teachers since there is the move from informal learning to more 

formal learning. Both sending and receiving teachers work on the developmental progress of 

children in their respective settings through their own ways of instruction. Since collateral 

transition represents not only the move from home to school but between different subjects, 

this type of transition will enable the researcher to study the practices of receiving teachers in 

the primary school setting during the transition period of new entrants in primary schools. The 

collateral transition will also allow the researcher to study the transition practices of sending 

and receiving teachers through their pedagogical approaches to teaching and learning in both 

settings. Encompassing transition will help the researcher to study the transition practices of 

both sending and receiving teachers that enable a smooth transition for children. Mediational 

transition will be used to understand what teachers do to make children participate in activities, 



 

59 
 

how they observe children and how they support children during the transition phase, that is, 

in the last term of preschools and the first term of primary schools. 

 

The consequential transition theory will therefore be used to study the transition practices of 

sending and receiving teachers. Consequential transition theory been used to study transition 

from home to school, from school to vocational education and so on. For the present study, 

consequential transition theory is being used to study transition of children moving from 

preschools to primary schools through the practices of the sending and receiving teachers. 

 

 

Since the literature review provides a summary of existing literature by synthetising 

information (Galvan, 2006) and identifies limitation of theories and formulates the area of 

further research (Labaree, 2009), the researcher reviewed the literature on all the identified 

themes and underpinning theory. Based on the discussion of reviewed literature, research gaps 

will be identified, if any. For the present study, the researcher has used and expanded the funnel 

approach taken from Miller (2009) to develop a framework for the analysis of transition from 

preschools to primary schools by sending and receiving teachers if any research gap is 

identified. In order to fulfil the purpose of the present study, the research gap or gaps will be 

refined. The thematic and theoretical research gap or gaps will then be aligned to sieve the 

consolidated research gap. The consolidated research gap would be critically analysed to reach 

the research problem. Research questions would be outlined by probing the research problem, 

which would indicate the research design for the present study (Leedy et al., 2010). 

 

3.7  Literature review on identified themes 
 

3.7.1 THEME 1: SCHOOL READINESS 

 
The Mauritian Education sector is an area of development that aims at reinforcing its human 

resources to transform the country into a Knowledge Hub. Since all other industries, namely 

textile and sugar, facing difficulties, Mauritius requires skilled human resources to sustain 

economic growth (World Bank Group, n.d.). That is how the vision of the Education Policy 

came up to:  
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“A Quality Education for All and a Human Resource Development base to transform Mauritius 

into an intelligent nation state in the vanguard of global progress and innovation” (p.11). 

Two major objectives as outlined in the Strategic Plan 2008–2020 focus on the preschool and 

primary school sector, laying emphasis on teaching and learning as well as the different 

transitions in the life of the child (EFA goal, 2015). Nearly a decade ago the objectives of 

preschool education were to help children move to primary school as they develop cognitive 

and behavioural skills (UNESCO-IBE, 2006).  In 2015 however, other domains of development 

are being given more importance, the objective being “to ensure that ALL children aged 3–5 

years in Mauritius have the opportunity to develop their individual intellectual, socio-emotional 

and psycho-motor skills to the best of their capacity in order to build the confidence and self-

esteem in learning that will not only prepare them for the next level (primary school) but, more 

importantly, lay the foundations for learning that will support them throughout their lifetime” 

(EHRSP 2008–2020, p.11).  

 

The difference in the objectives show that preschools need to work towards helping children 

develop these capacities in all the aspects of development. Findings in the fields of education 

and developmental psychology identified the individual characteristics of the child, the 

characteristics of the school and the class which the child joins, the family and the environment 

of the child as the elements that affect the smooth transition of children moving from preschools 

to primary schools (Kokkalia et al., 2019).  The authors also noted that school readiness 

influences the functioning of school when it is studied through the characteristics of the child.  

The findings of their study showed that there are tools that can help teachers, and other 

stakeholders to support children appropriately during this transition period. The tools, as 

examined by the researchers play an important role for the development of the child and can 

foster future academic progress of the latter. Moreover, preschool teachers need to prepare 

children for formal schooling. It is through the acquisition of certain basic knowledge, skills, 

and competencies that children will be able to move from preschool to primary school. Since 

there exist the notion of acquisition of certain knowledge, skills and competencies based on the 

development of each individual child, “readiness” for primary schooling is a term that can be 

used to explain this preparation. The quality of relationship between teachers and children may 

influence academic readiness of children which operates similarly to parent-child relationship 

at home which guides the behaviour of the young child towards peer relationships and 

eventually school readiness (Palermo et al., 2007). 
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Readiness implies different notions such as, readiness to learn, readiness for school, and “child-

ready” schools focusing on educational interventions and outcomes in terms of quality.  But as 

highlighted by Fabian and Dunlop, not being ready for transition to school at some point can 

be detrimental to future learning and self-esteem.  Transition to school is equally important as 

to what happens once the children are in schools (Dockett & Perry, 2013). The argument that 

school readiness of children develops through their own school experiences, while they deal 

with various contexts and demands they encounter, posits that the experiences of children are 

shaped through school context and practices along with classroom practices (Peters, 2010).  

 

In an online poll on what school readiness meant to them, Grimmer (2018) found that the term 

was related to self-care skills, where the child can go to toilet on their own. Some participants 

associated school readiness with the ability to socialise. Most of the respondents expressed 

their belief of school readiness in terms of self-confidence, listening to instructions, showing 

curiosity and interest and being able to separate from their parent/carer for a whole day. For 

very few participants school readiness implied counting, mathematical skills and reading and 

writing. This led the author to conclude that school readiness is not about academic skills. On 

the other hand, children who are not skilled enough to learn at school is not called lack of 

readiness. The term “lack of readiness” implies the discord that prevails between attributes of 

individual children and families and the resources available at school and ability of teachers, 

and appropriate engagement and response of the system (Dockett, Perry, & Kearney, 2010, 

p.1).  

Through preschool and primary school teachers, O’Kane (2007) found that the personal, social 

and emotional and language and communication skills are important for transition (O’Kane & 

Hayes, 2010). Similarly, the Aistear (NCCA, 2009) identified four themes, namely: 

1. Well-being which includes dispositions such as confidence, resilience and 

independence. 

2. Identity and belonging which implies individual and group identity, understanding rules 

and boundaries, and working cooperatively. 

3. Communication is related to the ability to express oneself confidently in a variety of 

ways. 

4. Exploring and thinking referring to the ability to explore, investigate, question, 

problem-solve, and cope with frustrations and challenges. (p. 13) 
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As a matter of fact, school readiness in the Irish context is in line with the skills and dispositions 

mentioned (Ring et al., 2016). In addition, O’Kane (2015) also mentioned a set of factors such 

as the ability to listen and concentrate, to count, to recite the alphabet, to identify letters, shapes 

and colours, behave in a polite and socially acceptable manner are pre-academic skills which 

are equally important. For Einarsdóttir (2013), the focus should not be on school readiness. 

This is because it would suggest that children need to adjust to the unchangeable unit, which is 

the school, and the ECCE setting must get children ready for primary school.   

 

Altun (2018), having examined and compared the views of parents, pre-service and in-service 

teachers on school readiness reported that the multidimensionality of school readiness refers to 

the readiness of children, parents, and the schools. The participants of the study focused more 

on the maturation of children, calling for an establishment of the role of each stakeholder, 

namely parents, schools, and the society. The researcher suggested that studies should be 

conducted to examine the practices of both parents and teachers that promote school readiness 

of children and how children can be prepared for a smooth transition from preschool to primary 

school settings.  

 

The Head Start REDI preschool enrichment program has been designed to ease research-based 

practices in Head Start classroom to provide teachers with a manualised enrichment curriculum 

and provide supervised professional development focusing on development of language and 

literacy as well as socio-emotional skills. It has been implemented with a view to foster school 

readiness during preschool intervention programmes to promote the language literacy and 

socio-emotional skills (Bierman et al., 2010). The authors also found that evidence-based 

practices to reduce school readiness gaps is missing and hence, quality of preschool 

programmes needs improvement. Teachers need to be supported in its implementation besides 

learning how to honestly implement such practice. Through professional development, teachers 

can acquire required knowledge and skills to effectively implement evidence-based 

curriculum.   

 

The implementation of the Head Start REDI Project shed light on the differences between 

“usual practice” classroom teachers and the teachers in the project. One of the findings showed 

that Head Start REDI teachers use interaction with children regularly. Although in a cognitively 

complex way, the teachers engage in conversation using questioning and rich vocabulary as 

they allow a flowing conversation with children. Their classroom had a positive climate and 
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the adopt preventive behaviour management strategies. The REDI program was a scaffolder 

which provided teachers with lesson plans, organisational skills, reduced preparation time and 

assisting teachers throughout the day on a platform for skill coaching. It has been documented 

that through the program, Head start teachers can also improve their instruction and bring 

emotional support to children in their classrooms. Simultaneously, children in REDI 

classrooms were found to benefit in vocabulary, phonological awareness, print knowledge, 

socio-emotional competencies, and problem-solving skills; they were less aggressive, showed 

they were socially competent and were better engaged in learning; they were able to effectively 

and efficiently perform learning tasks and had better self-control which facilitate learning and 

social-emotional adjustment to school. The benefits that the REDI children gained from the 

project contribute to school readiness of children.  

 

In the same vein, Zembat et al., (2018) concluded that socio-emotional competencies, as per 

the findings of developmental psychology are essential for the transition from preschools to 

primary schools as this enable children to get along with teachers and build rapport with others. 

The authors also considered self-care skills as a prerequisite to start formal schools. They 

emphasised on the level of maturity as a determinant of readiness for primary schools. 

The outcome of the discussion on reviewed literature on School Readiness are: 

 

1) Little emphasis is laid on how to achieve school readiness in preschoolers moving to 

formal schooling. Studies have highlighted the knowledge, skills and dispositions required to 

be ready for formal schooling, and there is a dearth of empirical evidence to show how 

preschool teachers can help children achieve school readiness. Little is known about what 

preschool teachers do in class to enable children to become ready for formal schools, how they 

do it and why they do it the way they do. 

 

2) While school readiness focuses on children joining formal schooling, the tasks of the 

teachers at both ends remain vague. Studies have focused mainly on preschool teachers 

preparing children for primary schools, but there is no information on what level of readiness 

is required to enter formal schools and how teachers can be sure about the school readiness of 

children. 

 

The above review on the first research theme “School Readiness” highlights the following 

research gaps: 
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1) Less attention is given to the best international practices to prepare children to be ready 

for primary schools. 

2) Less clarity on the extent of school readiness children must attain to join primary 

schools. 

3) Lack of scholarly attention on certainty of school readiness of children at the time they 

enter formal schools. 

 

3.7.2 THEME 2: NATIONAL CURRICULUM FRAMEWORKS AND TRANSITION 

PRACTICES 

 

In the past two decades, curriculum frameworks or pedagogical guidelines for early childhood 

education settings and publication of National Curriculum Frameworks have seen the light in 

many countries worldwide. The existing curricula of certain countries have been updated or 

have moved towards decentralisation and diversity. Curriculum guidelines not only ensure 

learning continuity when children attain compulsory school age, but when regulated, early 

childhood institutions become visible and have raised standards, bringing quality improvement 

and equity; it acts as a goal-steering device, and finally to establish a shared framework of 

guiding principles among major stakeholders in the field. An issue in curriculum change is the 

impact of how teachers make sense of curriculum initiatives on their daily practices and 

thinking (Sofou & Tsafos, 2010). Since policies are not transmitted into a vacuum, the ways in 

which they are understood by those who need to put them into practice are influenced by social, 

institutional and personal characteristics.  

 

Inherent differences in policies and frameworks which guide preschool and primary school 

curricula may create discontinuities and therefore prove challenging for young children 

(Petriwskj, 2005). Sofou & Tsafos (2010) found that introduction of subject learning areas in 

preschools can facilitate children’s transition to the first grade. However, participants in their 

study also mentioned that in the process, preschool teachers should maintain the preschool 

tradition so as to avoid making preschool feel like formal school. Subjects taught in primary 

school should be rudimentarily segregated to maintain continuity with primary schools. 

Likewise, Fisher (2011) highlighted the key role of the government when they dictate the 

practices of teachers with the help of national guidelines which present different models of 
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teaching through which discontinuities in pedagogies of teachers emerge as they strive to 

achieve the goals of the guidelines in respective institutions.  She further mentioned that 

teachers may shift from play-based approach in preschools due to the emphasis laid on 

performance for primary school children, so as to help them in their academic achievement. 

 

Faulkner and Coates (2013) reported that the EYFS curriculum intended to extend the reception 

class to offer a play-led curriculum instead of a normal one in Year One. The authors explained 

the recommendation of the inspectorate of having a gradual move from play-led to formal 

teaching and learning approach to smooth the transition of children at that level.  

 

The Early Learning and Child Care Curriculum Framework of Alberta (2014) lays much 

emphasis on the tasks of teachers. It highlights the fact that ‘What educators do matters!’, and 

the teachers cultivate a learning community in which the identity of the child is being valued 

as a mighty learner and citizen, when they nurture the learning disposition of children.   

 

Developmentally Appropriate Practice is a well-known term in Early Childhood Education. In 

a study carried out by Kilderry (2012) on teacher decision making in Early Childhood 

Education, it was found that preschool teachers use DAP as a preferred curriculum in four 

Victorian early childhood policy documents. The preschool teachers were not included in the 

policy documents and had no say despite being the curriculum implementor as well as being 

held accountable for curriculum in their practice. Another finding of the same study showed 

that teacher directed practice was legitimated, marginalised and silenced by the preschool 

teachers. Some teachers intervene in children’s play, some stick to the DAP discourse, while 

others do not talk about when they might teach children skills and concepts directly. Teaching 

the content of the curriculum and skills through teacher directed practice was not very 

encouraging for teachers.  

 

A study which examines the challenges faced by preschool teachers in implementing the Early 

Childhood Curriculum in Cape Coast, Metropolis, it was found that preschool teachers 

encounter difficulties with the content of the curriculum as they are not well-versed with the 

curriculum; parents consider preschool education as a waste of time and the preschool setting 

is considered as a playground, therefore showing they are unconcerned about early childhood 

education; the participants of the study reported that they are not trained or receive in-service 

training to be acquainted with new trends in the early childhood curriculum; there is a lack of 
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adequate teaching and learning materials that has an impact on the implementation of the early 

childhood curriculum (Ntumi, 2016). The researcher concluded that in-service training should 

be provided to teachers and parents on the early childhood education curriculum, its 

importance, and its impact on the education of children. Eventually, the study calls for 

investigation on the challenges that preschool teachers face in implementation of curriculum 

and how they can overcome those challenges. 

 

The outcome of the discussion on reviewed literature on National Curriculum Frameworks and 

transition practices are: 

 

1) Studies cover the reform and restructuring process adopted worldwide. Reforms in 

education were made mainly for improving and meet the demands of successful learners. 

Though literature talks about this significantly, it does not cover further regulatory changes that 

are required to prepare children for transition to formal schooling. 

 

2) Much emphasis is laid on regulatory dimension of creating successful learners without 

paying attention to other aspects such as adjustment, coping strategies and content of primary 

school education. Less attention is given to the content that need to be taught by preschool 

teachers and how they should teach in order to impact on transition of children. Regulatory 

provisions and model of teaching required to smooth the transition of children moving from 

preschools to primary schools have not been suggested. 

The above review on the first research theme “National Curriculum Frameworks and transition 

practices” highlights the following research gaps: 

1) The review of literature on educational reforms, curriculum framework and regulations 

highlight the need for more studies in this area. 

 

2) Although there are studies on the impact of curriculum reforms, the importance of a 

national curriculum framework for early years in relation to transition practices is not visible. 

3) There is a lack of scholarly attention on how a national curriculum framework in early 

years can cater for transition of children moving from preschool to primary school. 
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3.7.3  THEME 3: TEACHER-FOCUSED TRANSITION MODEL 

 

At school, the teacher is the “first point of all” for children and act as the primary and only 

support during the adaptation to formal schooling (Skouteris et al., 2012). Preschool teachers, 

are the ones who are aware about the child rather than the primary school teacher. 

 

The role of teachers as outlined in the Curriculum Framework for Alberta, is to make the 

learning disposition of children visible. To create continuity across early childhood 

communities, for example, the transition from informal to formal setting, teachers use learning 

story to document the learning of each child.  Learning story is used to document learning 

dispositions of children within their daily experience of care, play, learning and development 

(Carr et al., 2010). The ways information is shared between settings and how the information 

are put to use in teaching and learning practices need to be reviewed to improve the way 

information about a child’s development between preschool and primary schools is shared.  

 

Relationship building with children, their families and the community enables teachers to co-

construct continuity in transitions for the welfare of the child, the well-being of the family and 

learning. Teachers must help children initiate and develop trusting relationships within the 

early childhood community. At the same time, the curriculum framework also points out that 

thoughtful and unrushed transitions encourage and create positive relationships and foster 

sharing of information.    

Transition has been a topic of research since practitioners aims at supporting the emotional 

development of young children (Fincham & Fellner, 2015). Studies have shown how teachers 

supported children and developed certain practices during their transition in early childhood 

settings (Jung, 2011). For the researcher, the teacher-focused transition model represents what 

teachers do to smooth the transition of children who will move from preschools to primary 

schools. Literature on teacher-focused transition model mainly highlight the practices of 

teachers in terms of transition programmes.   

 

Most studies revealed that the model was developed based on the intervention of teachers in 

the transition process.  Grimmer (2018) pointed out from his own experience that reception 

teachers (receiving teachers for the present study) are more concerned about the dispositions 

and attitudes of children when they join formal schools. These dispositions and attitudes as 

highlighted by the author, are the characteristics of effective learning as they encourage 
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children to learn. Additionally, Hopps (2014) proposed that the definition of “inter-setting 

communication” (Bronfenbrenner, 1979) be enlarged in order to improve the possibility of 

smoothing transitions of children. That is, the information between preschools and schools be 

exchanged while relying on the relationships amongst adults in both settings.  

 

Language used in preschool and primary school settings has been identified as a discontinuity 

in the teaching of preschool and primary school children. Dunlop argued that despite 

collaboration of teachers in both settings, the different languages used by the teachers to 

describe their practices may be misunderstood by children and parents. Therefore, the author 

concluded that teachers need to stress more on shared meanings rather than shared terminology.  

 

Educational philosophies of both sending and receiving teachers emanates from the differences 

that exist in the pedagogies between the settings. While preschool teachers prioritise social 

cooperation and respect for others by adopting a more progressive and humanistic philosophies, 

primary school teachers incorporate behavioural and comprehensive philosophies through 

systematic teaching of skills and teacher-directed learning.  

 

Implementing transition practices between preschool and primary school help children develop 

academic skills from preschool to Grade I faster (Ahtola et al., 2011). The study showed the 

need for cooperation on curriculum issues between both schools, sharing of written information 

about preschool leavers, meetings between family and primary school teachers before school 

starts, and a close cooperation between the teachers from both settings are effective transition 

practices that can be implemented by teachers. Preschool teachers should however document 

the information for the children in a comprehensive way so that the primary school teacher can 

support the children in their classroom while knowing how to treat and teach them according 

to their demands and needs.  

 

Person-oriented approach was used to analyse competence of the child and it was found to be 

a useful strategy to plan and refine teaching practice (Mascareno, 2014).  Profiling techniques 

were successfully used to assess literacy instruction appropriate for each child in preschool and 

primary school classrooms (Connor et al., 2009).  

Both sending and receiving teachers in another study share the same opinion that academic 

skills are important but prioritising domains of early school competencies, interpersonal skills 

and self-regulations are equally (Abry et al., 2015). The beliefs of teachers from both settings 
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were subject to misalignment. While preschool teachers believe they are taking measure to 

foster reading and math ability, yet, the adjustment of children in the primary classroom is 

influenced by area of competence in the domains of development. The findings of the study 

also showed a strong relationship between poor mathematical scores, social skills and learning 

approaches to beliefs on self-regulatory competence.  Sharing information about the children 

which is not a common practice in some places (Ahtola et al., 2011) could help promote an 

alignment in the beliefs of teachers in both schools and raise awareness on the instructional 

objectives and strategies they both use respectively.  

 

Aligned qualifications of teachers, having a shared foundation of each other’s settings can also 

align the beliefs of both teachers in both settings on early school competencies.  One of the 

concerns about children transitioning to formal schools has been the lack of academic skills 

(Urbina, 2018). The results of the study carried out in Mexico showed that primary school 

teachers have children with behaviour problems and those having difficulty to follow 

instructions in their classrooms. Preschool teachers who attended special training courses 

reported that children had difficulties respecting teacher’s authority, taking turns, carrying out 

assigned classroom activities and keeping focused. Primary school teacher holding an 

academic degree reported that children had difficulties following instructions, to remain seated 

for a long time and to understand tasks assigned to them. Therefore, teachers who are well-

trained are more likely to understand the difficulties children face during the transition from 

one education setting to another. The author also noted the discontinuity in curriculum when 

the children move from a play-based approach learning environment to a more academic-led 

one where they are required to remain seated and pay attention to the teacher and perform 

academic work instead of engaging in play activities.   

 

The outcome of the discussion on reviewed literature on teacher-focused transition model are: 

 

1) Most studies in transition have focused on perceptions of teachers, children, families, 

schools and community. However, literature reveals that teacher-focused transition model is 

rare. Teacher practices have been highlighted in many studies, while there is scarce literature 

on teacher-focused transition practices. The review of literature also shows that the pedagogy 

in the two settings are different and there is not much literature on the pedagogies used by both 

sending and receiving teachers. 
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2) Language is an issue for those countries where children are bilingual or multilingual. 

Being an important mean of communication and medium of instruction, more emphasis should 

be laid on the language used in both settings. Besides, teachers at both ends should be aware 

of the languages used by the children in their classroom.  

 

The above review on the first research theme “Teacher-focused transition model” highlights 

the following research gaps: 

 

1) The literature on teacher-focused transition model reveals that there is a dearth of study 

focusing on this particular model. 

 

2) There is hardly any study that has focused on developing the teacher-focused transition 

model, with more emphasis in early years. 

3) There is a lack of information on language as medium of instruction in early years. 

 

 

3.7.4  THEME 4: PREPARING CHILDREN FOR PRIMARY SCHOOL 

 

Transition from preschool to primary school involves changes which are challenging for 

children (Mascareno, 2014) while the children are expected to master foundational academic 

skills, adjust to classroom activities rules which are stricter (Bossaert et al., 2011). Thus, in 

Anglo-American context, the transition period is the time when children are formally being 

taught academic skills (Marcon, 2012).  

 

Preparing children for primary school or formal school refers to the practices of both sending 

and receiving teachers. Transition has been explained as a process which continues even after 

children start school and it is not only about getting children ready for teacher’s expectations, 

but in this process, children learn and develop continuously at preschool, home and primary 

school (McCartin, 2016). Evidence from research showed that if children are aware of the next 

stage of their education life and are prepared for that level of education and the demands and 

expectations of the new setting, transition is most likely to be successful (Doyle, 2015). The 

government report “Supporting families in the Foundation Years” support the fact that if 

children are not prepared for school and the transition into school, practitioners are doing them 
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a disservice (Grimmer, 2018, p.19). In other words, the pedagogical matters are of concern in 

preparing children for the transition to primary schools.  

Lietavcova et al. (2018) stated that preparing for primary school should be based on positive 

expectations since preschool, where preschool leavers learn to enjoy the being a primary school 

student, they are excited to learn new skills and knowledge are examples of positive 

expectations from the child which preschool teachers should teach. According to the study, 

preschool teachers should lay emphasis on physical and motor development of the child, their 

communication skills at all language levels, emotional and volitional competencies. In other 

words, sending teachers must ensure the holistic development of children in all the domains of 

development to prepare them for primary school. 

 

Since the transition to primary school involve certain expectations about academic achievement 

which is directly related to pedagogical changes (Sollars & Misfud, 2016), stakeholders are 

conscious of these changes with implied more structure, less flexibility, reduced time for play 

and the completion of homework tasks. The participants in their study confirmed that they felt 

the need to inform children about the changes to which they would have to adjust, the 

differences in pedagogical approaches and the difference in the classroom setting. As earlier 

studies have revealed, primary schools prepare for the transition of children into formal 

education while structuring the first year of formal education to deliver developmentally 

appropriate learning while promoting continuity.  

 

While continuity of learning experiences has been identified as a facilitator of transitions from 

preschools to primary schools, provision of transition activities to children may contribute to 

continuity. Studies have shown that children who attempted numerous transition activities and 

activities that helped in identifying feelings and promoting friendship had better adjustment 

when entering primary school and those children also developed a feeling of belonging to the 

new setting, build relationships easily and were very resilient. 

 

The age of the preschool leaver and primary school new entrant influences the life of the latter 

during the transition phase. The demands of the new learning environment are such that 

children need to have self-control and behave as per societal norms. At this stage, children first 

start to develop their sense of responsibility. Preparing children for primary school therefore 

requires teachers to teach children shoulder their responsibility and simultaneously mould their 

personality through their teaching. This will create responsible citizens of tomorrow (Dementiy 
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& Grogoleva, 2016).  The work carried out on the importance of developing socio-emotional 

competencies which contribute to smooth the transition of children moving from preschool to 

primary school, teachers in Greece consider both academic and socio-emotional competencies 

as important (Besi & Sakellariou, 2019). They strongly believe that if children can 

communicate effectively and have social skills, they reflect their emotional maturity and 

independence. The findings of the study pointed out that teachers can use social-dramatic play 

to teach children about their role as a primary school learner. They concluded that children 

should learn to sit and pay attention in class and effectively communicate their needs.  

 

The outcome of the discussion on reviewed literature on preparing children for primary school 

are: 

 

1) Literature has ample evidence that children need to be prepared to go to formal schools 

or primary schools. Worldwide, each country has its own means of preparing children through 

different programs. But there is a lack of evidence on what teachers do to prepare children for 

the transition process. Apart from programs that tell teachers what children need to learn and 

what the teachers need to do, it is not mentioned the practices that teachers need to adopt to 

smooth the transition of children from preschools to primary schools. In addition, not all 

countries have such programs. Literature covers the experiences of some countries where 

transition programs are well established. But no study was found that look into transition 

practices of both primary and preschool teachers in their respective classrooms.  

 

2) Preparing children for primary school is real in early childhood education. However, 

the pedagogy used by teachers at preschool and primary school have not been examined in-

depth. Little is known about how and what sending and receiving teachers do in their 

classrooms in order to prepare children for transition in primary schools. Most of the literature 

suggests that children should be prepared for formal schooling and to smooth the transition of 

children from preschools to primary schools. However, the activities, actions, pedagogical 

approaches, and steps required were not explicit enough. 

 

The above review on the first research theme “Preparing children for primary school” 

highlights the following research gaps: 
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Synthesising the literature on transition from preschools to primary schools generated good 

insight on the practices in both settings. However, not much literature has been found on 

transition practices in Mauritius. Moreover, activities or steps which may help smooth 

transition of children during the move from preschools to primary schools are not addressed 

much in the literature review. 

 

3.8  Literature review on consequential transition theory  
 

Consequential transition theory has been used to study the move from school to work, taking 

part-time jobs after school, teachers responding to education reform and becoming an 

apprentice (Chao, 2015). The theory of consequential transition has been discussed under a 

sociocultural view of educational transition (Craft & Maunder, 2012). They have explained 

how educational research take place using the framework but however, it has not been 

mentioned how the theory can be used in studying transition from preschool to primary school.  

 

Consequential transition theory has been used by researchers to study teaching. For instance, 

the theory has been used to study the roles and identities of teachers (Newell et al., 2009). The 

authors explained how teachers develop their identity moving from learning English to 

becoming a pre-service English teacher and finally an English teacher. The process required 

generalization and transfer of teaching tools from undergraduate and graduate course work in 

English and in education to school contexts that are more or less accepting of the tools.  

 

Beach’s consequential transition has also been used as a framework to study computer assisted 

language learning teacher education (Chao, 2015). The author studied language teachers 

learning with digital technology move from computed assisted course to their own teaching 

contexts.  

 

Based on the review of literature on “consequential transition”, the theoretical research gap has 

emerged. That is, there is a dearth of scholarly literature addressing the transition from 

preschool to primary school through consequential transition. 
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3.9  Gap identification process 
 

Four research themes have been identified during the review of the keywords, from which the 

research gaps have emerged as follows: 

 

Research gaps under Research Theme 1 (T1): School Readiness 

 

1) Less attention is given to the best international practices to prepare children to be ready 

for primary schools. 

 

2) Less clarity on the extent of school readiness children must attain to join primary 

schools. 

 

3) Lack of scholarly attention on certainty of school readiness of children at the time they 

enter formal schools. 

 

 

 

Research gaps under Research Theme 2 (T2): National Curriculum Frameworks and 

transition practices 

 

1) The review of literature on educational reforms, curriculum framework and regulations 

highlight the need for more studies in this area. 

 

2) Although there are studies on the impact of curriculum reforms, the importance of a 

national curriculum framework for early years in relation to transition practices is not visible. 

 

3) There is a lack of scholarly attention on how a national curriculum framework in early 

years can cater for transition of children moving from preschool to primary school. 

 

Research gaps under Research Theme 3 (T3): Teacher-focused transition model 

 

1) The literature on teacher-focused transition model reveals that there is a dearth of study 

focusing on this particular model. 
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2) There is hardly any study that has focused on developing the teacher-focused transition 

model, with more emphasis in early years. 

 

3) There is a lack of information on language as medium of instruction in early years. 

 

 

Research gaps under Research Theme 4 (T4): Preparing children for primary school 

 

1) Literature does not provide evidence of research that look into transition practices of 

both preschool and primary school teachers in their respective setting.  

 

2) There is a lack of literature on what and how teachers prepare children for formal 

schooling. The pedagogical approaches used, the activities they conduct, the methods they use 

to prepare children for formal schooling. There is a lack of study on the pedagogical and 

curriculum continuity in preparing children for primary school. 

 

The above-mentioned research gaps were further reviewed in the light of available literature 

and were further refined to as follows: 

 

1) Research has provided various ways of smoothing transition of children from 

preschools to primary schools through school readiness. However, there is a lack of 

literature on how to cater for school readiness of children during the transition period. 

 

2) There is a dearth of literature on how practices of sending and receiving teachers can 

smoothen the transition of children from preschools to primary schools. 
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Themes  Thematic Research Gaps (Tg)  Refined Research Gaps 

  

 

 

 

T1

   

 

 

 

T2   

 

 

 

 

 

 

T3 

1. Less attention is given to the best 
international practices to prepare children to 
be ready for primary schools. 
2. Less clarity on the extent of school 
readiness children must attain to join primary 
schools. 
3. Lack of scholarly attention on certainty of 
school readiness of children at the time they 
enter formal schools. 
1. The review of literature on educational 
reforms, curriculum framework and 
regulations highlight the need for more studies 
in this area. 
2. Although there are studies on the impact of 
curriculum reforms, the importance of a 
national curriculum framework for early years 
in relation to transition practices is not visible. 
3. There is a lack of scholarly attention on how 
a national curriculum framework in early years 
can cater for transition of children moving 
from preschool to primary school. 

1. The literature on teacher-focused transition 
model reveals that there is a dearth of study 
focusing on this particular model. 
2. There is hardly any study that has focused 
on developing the teacher-focused transition 
model, with more emphasis in early years. 
3. There is a lack of information on language 
as medium of instruction in early years. 

1. Literature does not provide evidence of 
research that look into transition practices of 
both preschool and primary school teachers in 
their respective setting.  
2. There is a lack of literature on what and how 
teachers prepare children for formal schooling. 
The pedagogical approaches used, the 
activities they conduct, the methods they use to 
prepare children for formal schooling. There is 

Research has provided various ways 
of smoothing transition of children 
from preschools to primary schools 
through school readiness. However, 
there is a lack of literature on how to 
cater for school readiness of children 
during the transition period. 

Consolidated Research Gap 
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T4 

Figure 3. 1: Refining of research gaps 

 

3.9.1 Consolidated Research Gap 

 

The review of literature for the study derives two research gaps. The research gaps have further 

been reduced using the funnel approach suggested by Creswell (1994), and as expanded by 

Miller (2009) for developing a framework for the analysis of transition practices of sending 

and receiving teachers. The funnel approach that derived the consolidated research gap is 

presented below in Figure 3.2. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

a lack of study on the pedagogical and 
curriculum continuity in preparing children for 
primary school. There is a dearth of literature on 

how practices of sending and 
receiving teachers can smoothen 
the transition of children from 
preschools to primary schools. 
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transition practices, T3 is the Teacher focused transition model, T4 is for preparing children 

for primary schools and Th represents the Consequential Transitions Theory.  On the right of 

figure 3.2, the top part of the funnel diagram represents the literature review undertaken for the 

specific key words. ‘Purpose’ in the figure represents the Education problem as identified, 

which is ‘Inadequate school readiness and early childhood education is resulting in inefficient 

transition practices’.  ‘Tg’ stands for thematic gap and ‘Thg’ stands for theoretical premise gap.  

Tg1 represents “there is a lack of literature on how to cater for school readiness of children 

during the transition period” and Tg2, there is a dearth of literature on how practices of sending 

and receiving teachers can smoothen the transition of children from preschools to primary 

schools. ‘Thg’ explains there is a dearth of scholarly literature addressing transition from 

preschool to primary school through consequential transition.  

 

The consolidated research gap for the present study is: “A comprehensive study could not be 

found which suggests a mechanism enabling smooth transition of children through 

practices of sending and receiving teachers”. 

 

3.9.2 Critical analysis of research gap 

 

The literature review has shown that transition from preschools to primary schools is indeed a 

sensitive process. Though educational reforms have been implemented, yet the transition of 

children remains a worldwide issue. School readiness has been mentioned as a way of 

smoothening the transition process for children. However, the understanding of the term school 

readiness remains vague. There need to be an understanding of the term in order to cater for 

young children readiness for formal schooling. The Government of Mauritius has tried to 

address the issue of transition of children from preschools to primary schools by a National 

Curriculum Framework Pre-Primary and the Bridging the Gap Initiative. But significant 

success could not be achieved. Since transition from preschools to primary schools is a process, 

there is a need to bring the transition from one setting to another consequentially, through the 

teachers in both settings. Since inadequate school readiness and Early Childhood Education is 

resulting in inefficient transition practices, there is a need to work on the transition process by 

focusing on it consequentially. Though policymakers are also on the same line of thought as 

they tried to introduce the Developmental Learner Profile and the Primary School Readiness 

so as to smoothen the transition of children moving from preschools to primary schools, they 
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could not suggest a framework which can enable school readiness through practices of teachers 

in both school settings. Hence, this study suggests that there is a need to design a framework 

which can suggest a mechanism to enable smooth transition of children through practices of 

sending and receiving teachers. 

 

3.10 Research problem 
 

In order to carry out a study, there is a need identify a problem to study. A research problem is 

the root of an entire project and refers to an issue or concern that drives and guides the need to 

conduct a study (Pardede, 2018). A research problem illustrates a broad proposition of how to 

do something.  The research problem for the present study is: 

 

“To find an approach that can be adopted to enable school readiness in children for 

transition from preschools to primary schools through transition practices” 

 

3.11  Research questions 
 

Creswell (2012, pp. 59–60) suggested that the research topic, purpose and research questions, 

that is, the research process, need to be compared with the research problem in order to 

understand it. The purpose is narrowed into specific questions for the researcher to address in 

a study. The research questions give shape and guides the study in both theoretical and 

methodological terms (Agee, 2009). The research question for the present study is: 
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“What should be a framework for transition practices of sending and receiving teachers 

for school readiness of children?” 

 

 

 
Figure 3. 3: Research question leading to qualitative research design. 

 

 

• School readiness
• National Curriculum Frameworks & transition practices
• Teacher focused transition model
• Preparing children for primary schools
• Consequential Transition theory

Research theme
Theoretical premise

• Inadequate school readiness and early childhood education is resulting in inefficient 
transition practicesPurpose

• There is a lack of literature on how to cater for school readiness of children during the transition period
• There is a dearth of literature on how practices of sending and receiving teachers can smoothen the 

transition of children from preschools to primary schools
• There is a dearth of scholarly literature addressing the transition from preschool to primary school through 

consequential transition

Structured Review of literature 
on identified research themes 

and theoretical premise

• A comprehensive study could not be found which suggests a mechanism enabling smooth transition of 
children through practices of sending and receiving teachers

Thematic and Theoretical 
RESEARCH GAPS

• A comprehensive study could not be found which suggests a mechanism enabling smooth transition of 
children through practices of sending and receiving teachersRESEARCH GAP

• What approach should be adopted to enable school readiness in children for transition from preschools 
to primary schools through transition practicesRESEARCH PROBLEM

• What should be a framework for transition practices of sending and receiving teachers for school 
readiness of children?”RESEARCH QUESTION

• Reearch design is based on research question (Cooper & al., 2006)QUALITATIVE RESEARCH DESIGN
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Figure 3.3 shows the alignment of the research question with the research design. The research 

design answers the question as set out by the literature review. The relationship between the 

research question and the research design is essential to the research process as it strengthens 

the whole foundation of the research (Draper, 2004). Therefore, the research question of the 

present study highlights the need for a qualitative research design.  

 

 

3.12 Research objective 
 
The main aim of research is to discover the hidden truth or what has not been found yet 

(Kothari, 2004). A research objective is to use scientific procedures to seek answers to research 

questions. The research objective of the present study is: 

 

“To formulate a framework for school readiness of children through transition practices 

of sending and receiving teachers.” 

 

Figure 3.4 shows how the research objective of the present study set lines for a qualitative 

research design to develop the conceptual lens. 
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The research objective suggests that the practices of sending and receiving teachers should be 

analysed for familiarisation under qualitative research design. The familiarisation of the global 

and Mauritian transition practices will result in the conceptual lens, a process which is known 

as conceptualisation (Vygotsky, 1986). 

 

3.13 Summary 
 

Transition has been a subject of study worldwide for many decades now. The Education Sector 

has been restructured and transformed to smooth the transition of children moving from 

preschools to primary schools. Most research on transition have focused on Bronfenbrenner’s 

ecological theory as the child is at the center. However, for the present study, transition is being 

studied through the practices of teachers in the classroom in both the environments. Based on 

transition of young children into formal schooling, the countries which undertook transition 

practices were United Kingdom and Australia. The said data would be used for 

conceptualisation purpose in Chapter 6. The underpinning theory for the present study is 

“consequential transitions theory” of King Beach as it explains the transition from one learning 

environment to another. The fourth research theme for literature review is, ‘the need for 

preparing children for primary schools. The review of literature landscape is therefore made on 

four research themes and underpinning theory, namely, 1) School readiness 2) National 

Curriculum Framework and transition practices 3) Teacher-focused transition model 4) 

Preparing children for primary schools 5) Consequential transition theory. Consolidation of 

research gap has been carried out by refining the research gap identified from the research 

themes. The funnel approach adopted by Miller (2009) was followed. The research gaps 

identified from the four research themes were then refined to two research gaps leading to a 

consolidated research gap which is “A comprehensive study could not be found which suggests 

a mechanism enabling smooth transition of children through practices of sending and receiving 

teachers”. The theoretical premise gap for the study has been found to be “there is a dearth of 

scholarly literature addressing the transition from preschool to primary school through 

consequential transition.” The research problem, research question and research objective were 

formulated from the consolidated research gap and the theoretical premise gap. The research 

problem for the study has been derived as follows: To find an approach that can be adopted to 

enable school readiness in children for transition from preschools to primary schools through 
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transition practices.  The research question for the study which is, “What should be a 

framework for transition practices of sending and receiving teachers for school readiness of 

children?” has been framed based on the critical analysis of the theme-based research gap and 

the purpose of the study. The research objective which corresponds to the research questions 

has then been set out as follows: “To formulate a framework for school readiness of children 

through transition practices of sending and receiving teachers.” The research question 

highlights the need for a qualitative research design.  
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CHAPTER 4 

RESEARCH METHODOLOGY 
 

 4.1  Introduction 
 

This chapter delineates the study undertaken to study transition practices of sending and 

receiving teachers in Mauritius. It explains the research method and design undertaken for the 

study.  Operational definitions for the present study are given and details of data gathering tools 

and their validation. The study uses a qualitative paradigm for the development of a conceptual 

framework for the transition practices of sending and receiving teachers in Mauritius. Studies 

that have developed framework used qualitative methods (Labuschagne et al. 2005; Lipošcak 

et al. 2006; Zhou et al. 2007). Data has been analysed using the framework approach to 

conceptual qualitative data analysis under investigation in the present study. The results 

demonstrated a process of shift from existing concepts to entering into a framework, 

conducting interview on a protocol developed from conceptual lens during the analysis, and 

eventually producing a conceptual framework. The final protocol was developed from 

conceptual framework and discussion with experts. Altogether, the results brought out a 

framework for transition practices of teachers at both ends in Mauritius. Stainback and 

Stainback (1984) suggested that in order to reduce incongruities in qualitative data analysis, 

the qualitative research must describe the role of the researcher, different strategies used and 

data gathering techniques and data analysis. Thus, the researcher has maintained accountability 

throughout the research process by using Lincoln and Guba (1986) comprehensive list of 

criteria to evaluate the quality of qualitative study. The criteria are dependability, 

confirmability, transferability, credibility, authenticity and crystallisation (Lincoln & Guba, 

2000).  

 

4.2  Research method and design 
 

Leedy and Ormord (2010) stated that researchers should ideate the research design and research 

method in a way which enables the latter to gather and process data as per the research problem. 

A research design is like a map. It enables the researcher to get from “here to there”, where 

“here” is the represented by the questions to be answer and “there” is the conclusions or 
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answers to these questions (Yin, 2014). In qualitative research approach, people construct 

knowledge as they give meaning or make sense or engage in an experience or phenomenon 

(Merriam & Tisdell, 2016). Therefore, enquiry can be either from a constructivist or 

participatory perspective. Phenomenology, grounded theory, ethnography, narrative analysis 

and case study are qualitative research strategies (Merriam & Tisdell, 2016).  

 4.2.1 Research method 

 

The purpose of this research is to develop a framework for school readiness of children through 

transition practices of sending and receiving teachers. Leedy and Ormord (2010) led the 

researcher to opt for qualitative methods based on the research questions “What should be a 

framework for school readiness of children through transition practices of preschool and 

primary school teachers?” There is no prior framework available on school readiness in 

Mauritius and thus, there is a need for the conceptual base on which a framework can be built. 

The validity and reliability of the present study are based on the criteria of Lincoln and Guba 

(2005), and the “framework methodology” to data analysis is obtained from Smith and Firth 

(2011).   

4.2.2  Research design 

 

The research design describes the framework, compositional approaches and associated 

process to conduct a similar study (Creswell, 1994). The research design is used to answer the 

question set out by the research question (Closs and Cheater, 1999). The link between research 

question and research design strengthens the entire foundation of research (Draper, 2004). 

Identification of the research question in the previous chapter led to the use of the “Qualitative 

Research Design” for this study. 

4.2.3 Operational definition 

 

Operational definition is the definition of concepts that a researcher plan to use in a measurable 

way (Kumar, 2011). It will inform readers what is meant by the concepts that are being used in 

the study. Since each person’s views differ from each other, operational definition is required 

to bring everyone on the same platform. It also helps in eliminating ambiguity in thoughts 
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(Graham et al., 2000). Therefore, the operational definitions pertaining to this particular study 

are as follows: 

1) Sending teachers: Preschool teachers working with five-year-olds who will be leaving 

preschool to move to primary school the next year. In one preschool, the grouping of 

children is done in groups. Each group works differently according to their age-

appropriateness. 

 

2) Receiving teachers: Receiving teachers are the teachers who work will new primary 

school entrants. They are the teachers who welcome new children to the new formal 

setting of primary schools. 

 

3) Transition practices: Transition practices mean what the teachers do in preschools and 

primary schools to cater for transition of children. That is, what teachers in both settings 

do to prepare children for formal schools. 

 

4) Framework: It is a blueprint developed methodologically in the study to separate 

preschools and primary school teachers’ practices to introduce school readiness in 

Mauritius.  

 

4.2.4 Population and sampling 

 

For this particular study which focuses on transition practices of sending and receiving teachers 

in Mauritius, experienced preschool teachers working with preschool leavers and primary 

school teachers working with new entrants in primary schools from different locations around 

the island have been selected. The 16 participant teachers were selected through purposeful 

sampling, targeting specifically the age group the teachers work in each setting. 14 participants 

have been trained at the Mauritius Institute of Education while 2 of them have been trained 

abroad. A couple of them have worked in the field early years education, both preschool and 

primary school levels and have been interviewed. Eventually, the size of interview sample 

depended on the saturation of information. 
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4.2.4.1  Demographic profile of respondents  

 

While Mason (2010) pointed out that saturation is the most important factor that decide sample 

size in qualitative research, theoretical saturation was explained as the point when the 

qualitative analyst does not retrieve any new information from data which are related to codes, 

themes or theory (Guetterman, 2015).  There were 18 participants in all for the study, that is, 

16 teachers and two participants at senior level. Receiving teachers working in government 

primary schools hold a Teacher’s Diploma in Primary from the Mauritius Institute of 

Education. Those participants have been trained to work in primary schools. Sending teachers 

mostly hold a Teacher’s Certificate in Early Childhood Education and some, a Teacher’s 

Diploma in Early Childhood Education. This imply that sending teachers have studied to teach 

in preschools. The information of the demographic profile of each participant based on their 

experience, expertise, qualifications, designation, the workplace at the time of data collection 

is presented in Table 4.1 below. 
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Table 4. 1: Demographic profile of participants of the study from primary 
schools  

 
 

REGIO
N 

School 
Domain 

NAME GENDER Qualificatio
n 

Teaching 
Experienc
e 

Role 

1 Urban Public 
primary 
school 

Gina from 
James Bond 
Government 
School 

Female Teacher’s 
Diploma 
Primary 

16 years Receiving 
teacher 

2 Urban Public 
primary 
ZEP 
school  

Gira from 
Jerome 
Government 
School (ZEP) 

Female Teacher’s 
Diploma 
Primary 

15 years Receiving 
teacher 

3 Urban Private 
Primary 
school 

Smita from 
Humpty 
Dumpty 
Primary 
School 

Female Teaching 
English as a 
Foreign 
Language 
(Ireland) 

10 years Receiving 
teacher 

4 Urban Private 
Primary 
school 

Devi from 
Hamster 
Primary 
School 

Female Teaching 
English as a 
Foreign 
Language 
(Ireland) 

14 years Receiving 
teacher 

5 Rural Public 
primary 
school 

Irfan from 
Charlie 
Government 
School 

Male Teacher’s 
Diploma 
Primary 

20 years Receiving 
teacher 

6 Rural Public 
primary 
school 

Riya from 
Jerome 
Government 
School (ZEP) 

Female Teacher’s 
Diploma 
Primary 

14 years Receiving 
teacher 

7 Rural Private 
Primary 
school 

Diana from 
Orange 
Private 
Primary 
School 

Female  Higher 
School 
Certificate 

15 years  Receiving 
teacher 

8 Rural Private 
Primary 
school 

Jenna from 
Sombo 
Primary 
School 

Female Higher 
School 
Certificate 

15 years Receiving 
teacher 

 

Table compiled by researcher 
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Table 4. 2: Demographic profile of participants of the study from preschools 

 
 

REGION School 
Domain 

NAME GENDER Qualificatio
n 

Teaching 
Experience 

Role 

9 Rural  Private 
preschool 

Vanessa 
from 
Humpty 
Dumpty Pre-
Primary 
School 

Female CPECE; 
TCECE; 
TDECE; 
CEM 

26 years Sending 
teacher 

10 Rural Private 
preschool 

Noshmi from 
Beethoven 
Pre-Primary 
School 

Female CPECE; 
TCECE  

10 years Sending 
teacher 

11 Urban Private 
preschool 

Shaihaar 
from Noah 
Pre-Primary 
School 

Female Diploma of 
Early 
Childhood 
and Care 
(Ireland); 
ECETC 

12 years Sending 
teacher 

12 Urban Private 
preschool 

Anna from 
ChowChow 
Pre-Primary 
School 

Female CPECE; 
TCECE; 
TDECE  

13 years Sending 
teacher 

13 Urban Public 
preschool 

Lina from 
Dido 
Government 
Pre-Primary 
School 
(ZEP) 

Female CPECE; 
TCECE  

12 Years Sending 
teacher 

14 Urban Public 
preschool 

Chrissy from 
Aryan 
Government 
Pre-Primary 
School 

Female CPECE; 
TCECE  

18 years Sending 
teacher 

15 Rural Public 
preschool 

Holly from 
Charlie 
Government 
Pre-Primary 
School 

Female CPECE; 
TCECE  

12 years Sending 
teacher 

16 Rural  Public 
preschool 

Enya from 
Jerome 
Government 
Pre-Primary 
School 
(ZEP) 

Female CPECE; 
TCECE  

8 years Sending 
teacher 

 

Table compiled by researcher 
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Table 4. 3: Demographic profiles of participants of the study higher officials 

 Name Gender Position held Years of 
experience 

Sector 

17 Kevin Male Senior Early Childhood 
Education Professional 

>40 years Retired officer in the 
ECE sector 

18 Molly Female Education Policy Maker >30 years Ministry of 
Education, Human 
Resources, Tertiary 
Education and 
Scientific Research 

 

Table compiled by researcher 

 

4.2.4.2   Details of participants 

 

Respondent One – Gina 

 

Gina is a primary school teacher working with Grade 1 children at James Bond Government 

School which is in an urban area. She is married with a teenage daughter and a seven-year-old 

son. She has been a primary school teacher for 16 years and has always worked with new 

entrants. She holds a Teacher’s Diploma in Primary from the Mauritius Institute of Education.  

 

Respondent Two – Gira 

 

Gira is a primary school teacher working with Grade 1 children at Jerome Government School 

which is a ZEP school. She is married with two children under 10 years old. She has been a 

primary school teacher for 15 years now and has recently joined the ZEP school. She has been 

working with new entrants in ZEP school for the past four years. She holds a Teacher’s 

Diploma in Primary from the Mauritius Institute of Education 

 

Respondent Three – Smita 

 

Smita, the youngest participant, is in her early thirties and works at Humpty Dumpty Primary 

School. An English-medium private school, in an urban region, there is a preschool unit 

attached. Smita has studied Teaching English as a Foreign Language in Ireland and has worked 

for 10 years.  She has been working with new entrants for the past six years. 
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Respondent Four – Devi 

 

In her mid-forties, Devi has been working for 14 years as a private primary school teacher, at 

Hamster Primary School. She has studied Teaching English as a Foreign Language in Ireland. 

She has been working in the attached preschool unit of Hamster Primary School and moved to 

teach in primary after she joined the Early Childhood Education Teacher’s Certificate at the 

Mauritius Institute of Education. 

 

Respondent Five – Irfan 

 

Irfan in his late forties, is the only male teacher participant in the study. He reckons more than 

20 years of experience as a primary school teacher. He started his career with new entrants in 

Standard 1 and at the time of data collection, he was working with new entrants in Grade 1 at 

Charlie Government School, after more than 15 years of his career. He was also studying a 

Diploma in Educational Management at the time of data collection. 

 

Respondent Six – Riya 

 

Riya is in her late thirties and reckons 14 years of service as a public primary school teacher. 

She has been working at Jerome Government School, a ZEP school in a rural region from past 

six years. She holds a Teacher’s Diploma in Primary from the Mauritius Institute of Education. 

 

Respondent Seven – Diana 

 

Diana is in her early forties and reckons 15 years of experience as a private primary school 

teacher. She has been working at Orange Private Primary School in a rural region from past 

15 years. She holds a HSC and no specific teacher training. 
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Respondent Eight – Jenna 

 

Jenna is in her early forties and reckons 15 years of experience as a private primary school 

teacher. She has been working at Sombo Primary School in a rural region from past 15 years. 

She holds a HSC and no specific teacher training.  

 

Respondent Nine – Vanessa 

 

Vanessa is in her late forties and reckons 26 years of experience in the Early Childhood sector. 

She has been working at Humpty Dumpty Pre-Primary School, a rural private preschool. She 

holds a Certificate of Proficiency, Teacher’s Certificate, Teacher’s Diploma in Early Childhood 

Education and also a Certificate in Education Management in Pre-Primary Education from the 

Mauritius Institute of Education. She is not only a preschool teacher but is also the preschool 

manager. She is responsible for preparing preschool leavers as from the second trimester and 

initiates new preschool entrants in the beginning of the year.  

 

Respondent Ten – Noshmi 

 

In her early thirties, Noshmi has been teaching at Beethoven’s Pre-primary School, a private 

preschool in a rural region, for 10 years. She has a Certificate of Proficiency in Early Childhood 

Education and successfully completed her Teacher’s Certificate in Early Childhood Education 

from the Mauritius Institute of Education at the time of data collection. She has worked with 

preschool leavers for past six years. 

 

Respondent Eleven – Shaihaar 

 

Shaihaar is in her mid-forties and has studied a Diploma in Early Childhood and Care in Ireland 

where she worked for eight years before coming back to Mauritius. She then studied the Early 

Childhood Education Teacher’s Certificate at the Mauritius Institute of Education as she 

wanted to learn about teaching in Mauritian preschools. She has been working at Noah Pre-

Primary School, a private preschool in an urban region. She has 12 years of teaching experience 

at preschool level and has been preparing preschool leavers for the past four years. 
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Respondent Twelve – Anna 

 

Anna reckons 13 years of experience in teaching preschoolers. She has been working at 

ChowChow Pre-Primary School in an urban region, for past eight years. She holds a Certificate 

of Proficiency, a Teacher’s Certificate and a Teacher’s Diploma in Early Childhood Education 

from the Mauritius Institute of Education. She has been preparing preschool leavers for past 

10 years. 

 

Respondent Thirteen – Lina 

 

Lina is in her late thirties and works at Dido Government Pre-Primary School. She holds a 

Certificate of Proficiency and Teacher’s Certificate in Early Childhood Education. She has 

been teaching for 12 years and worked only with preschool leavers. At the time of data 

collection, she was studying for a Teacher’s Diploma in Early Childhood Education. 

Respondent Fourteen – Chrissy 

 

Chrissy is in her late forties and works at Aryan Government Pre-Primary School. She holds a 

Certificate of Proficiency and a Teacher’s Certificate in Early Childhood Education. She has 

been teaching for 18 years and has always worked with preschool leavers. At the time of data 

collection, she was studying for a Teacher’s Diploma in Early Childhood Education. 

 

Respondent Fifteen – Holly 

 

Holly works at Charlie Government Pre-Primary School in a rural region. She is in her early 

forties and has 12 years of experience as a preschool teacher in a public school. She holds a 

Certificate of Proficiency in Early Childhood Education and a Teacher’s Certificate in Early 

Childhood Education from the Mauritius Institute of Education. She has been working with 

preschool leavers for past 10 years. 

 

Respondent Sixteen – Enya 

 

Enya is in her early forties and work as a preschool teacher for past 8 years. She holds a 

Certificate of Proficiency in Early Childhood Education and a Teacher’s Certificate in Early 

Childhood Education. She has been working with 5 year olds school leavers for past seven 
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years. She works at the preschool of Jerome Government School, a ZEP rural school. 

Therefore, the school where Enya works is a ZEP preschool. 

 

Respondent Seventeen – Kevin 

 

Kevin is a retired officer. He is in his early sixties, and he had a fabulous career path in the 

Early Childhood Education sector. He started as a preschool teacher, then climbed the ladder 

of success gradually till he became Supervisor. He retired as officer-in-charge of the ECCEA 

after 40 years of service.  

 

Respondent Eighteen – Molly 

 

Molly is one of the highest ranked officer of the Early Childhood Education. She is responsible 

of the Early Childhood Education sector in Mauritius. She has been focusing on Early 

Childhood Education for past 20 years now. 

 

Since the study is about transition practices of sending and receiving teachers, the researcher 

targeted preschool and primary school teachers working with school leavers and new primary 

school entrants for the purpose of the interview. Table 4.4 shows the number of participants 

picked from each type of school and the two senior level participants who have witnessed and 

witnessing changes in the education system for more than 30 years now. 
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Table 4. 4: Number of participant teachers from different schools 

 
 

School Profile No of Respondents 

1 Rural Public Preschools 2 

2 Urban Public Preschools 2 

3 Rural Private preschools 2 

4 Urban Private preschools 2 

5 Rural Public Primary schools 2 

6 Rural Private Primary schools 2 

7 Urban Private Primary schools 2 

8 Urban Private Primary schools 2 

 

 Table compiled by researcher 

 

Altogether, 16 participants were interviewed and two senior level officers for protocol 

validation. Based on the validated protocol, interviews were conducted until saturation of data.  

 

4.2.5  Vygotsky’s theory of conceptual development 
 

A series of concepts linked together which carried an understanding of a phenomenon can be 

explained as the conceptual framework (Jabareen, 2009).  It is constructed through various 

information that is borrowed from previous experiences or literature. However, the researcher 

builds the coherence in its structure. Basically, the conceptual framework is an idea of what 

has been planned to be studied or investigated. The conceptual framework identifies potential 

validity threats to conclusions and therefore helps in refining goals (Maxwell, 2005).  

The concept of Conceptual Framework is rooted in the Sociocultural theory of Vygotsky.  The 

theory of concept formation is important to develop conceptual framework (Berger, 2005).  

Conceptual maps or conceptual lens, which is a visual display of key thoughts grasped from 

historical developments (Strauss, 1987), are generally used to develop the conceptual 

framework (Novak & Gowin, 1984).  Considerable reworking is required to reach the point 

where the conceptual lens is helpful for the research (Sage, 1994).  For the present study, the 

conceptual lens has been scrutinised thrice to support the development of the conceptual 
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framework. The approach to the development of conceptual lens is based on Vygotsky (1934, 

1986), who classified preconceptual thoughts into three:  

i) Formation of syncretic groups 

ii)  grouping according to complexes, and 

iii) creation of potential concepts 

Strauss and Corbin (1998) suggested that this classification is similar to open, axial and 

selective coding.   

 

4.2.5.1  Syncretic groups and open coding 
 

Syncretic groups are based on vague and undefined similarities between object  which represent 

the most basic form of preconception groupings. As Vygotsky identified, syncretic delineates 

the more or less random grouping of objects. Initial groups of data are created by the researcher 

under syncretic groups and open coding, based on the initial impression on data to fit together 

in a coherent way. Qualitative researchers generate open codes during the early phase of 

analysis of original data sources such as documents, interviews, audios or videos. The huge 

amount of data available are then broken down into small units to create open codes (Strauss 

& Corbin, 1998). 

 

4.2.5.2  Complexes and axial coding 
 

Complexes are more structured and concrete than synthetic groups. The objects to be classified 

are grouped as per the physical or analytical nature.  At this stage, complexes are more diverse 

from pre-conceptual reasoning as the attributes of the objects cannot be separated and are tied 

with them. Similarly, axial coding involves a continuous linking of different data categories 

that emerged from the open coding. The data and associated category are then revisited and 

refined through linkages.  The focus of the researcher then moves from one piece of data to 

that of categories data (Strauss & Corbin, 1998). 
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4.2.5.3  Potential concepts and selective coding 
 

Potential concepts foreruns the conceptual thought. Objects are grouped based on similarity. 

Selective coding involves synthesis of ideas that comes from original data. The maximal 

similar groups are equal to the subthemes which are derived from deep data analysis that takes 

place during open coding and axial coding. When the themes are merged, core category is then 

developed.  

This coding exercise has been carried out by the Nvivo. Based on identified codes and the 

association between them, categories and themes have been developed and refined to reach the 

core concept of conceptual framework. Appendix III and IV can be referred to for the coding 

operation. 

 

4.2.6  Framework approach to qualitative data analysis 

 

The framework approach was introduced in the 1980’s at the National Centre for Social 

Research in UK. It was meant to be used for policy development research which requires a 

highly structured approach to qualitative data analysis (Ritchie & Lewis, 2003). It is also 

possible to undertake framework analysis during and after collection of data. The framework 

approach is quite similar to thematic analysis which provides insightful understandings of 

complex phenomena that can be applied across a range of theoretical and epistemological 

approaches while expanding or testing existing theory (Braun & Clarke, 2006). Through the 

framework analysis, the researcher reduces and summarises data through matrix output like 

rows, columns and cells, and a systematic analysis by case and by code is structured (Gale et 

al., 2013). The framework provides the researcher with visual and transparent systematic 

structure to develop and maintain clarity at the beginning of data analysis and also guide others 

to follow the route to production of findings and draw conclusion. It also helps in bringing out 

the robustness and rigour of the study (Tobin & Begley, 2004; Gale et al., 2013; Ward et al., 

2013).   

 

The framework analysis therefore, has been chosen to underpin data analysis for various 

reasons, namely: 

 



 

100 
 

1. It allows cross-sectional descriptive data analysis which allows various aspects to be 

captured under scrutiny; 

 

2. The researcher uses the subjective frame and expression of each participant before 

interpretation; 

 

3. There is an interconnectedness among the stages within the framework approach that 

clearly describe the steps involved in the systematic analysis of data from descriptive 

to explanatory accounts.  

 
4.2.6.1  Data management 

 

Data management is the stage in which the transcripts of all data gathered during the interview 

and observation were managed. The qualitative data collected for this study was mainly in form 

of documents as the interview transcripts. Phrases and sentences were also put into the form of 

quotation and then summarised by developing open codes which are backed within the 

framework analysis as a way of staying “true” to the data (Ritchie & Lewis, 2003). Preliminary 

thoughts were given to have more formal ideas of the generated codes, after which categories 

were developed. This led to familiarisation of data. The flow of data management has been 

illustrated through a coding matrix of codes and categories in Figure 4.1 The coding matrix 

enabled record of the progress and changes that can be tracked. 

  

Figure 4. 1:  Data management through coding matrix 

 
Source: Smith and Firth, 2011 
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4.2.6.2  Identification of thematic framework 
 

The interviews conducted represent a range of experiences and information on the transition 

practices of sending and receiving teachers. From these interviews, a coding matric was 

developed. The codes first formed an initial category which were then grouped to form broader 

categories. The broader categories were brought together consecutively to generate initial 

themes, after which the data was sorted out based on the different levels of generality of themes. 

These categories and themes were organised through “coding indexes”. The data of the coding 

index has been revised throughout the data analysis process whenever a new insight emerged.  

Figure 4.2 shows the columns that form a coding index. 

 

Figure 4. 2: Fields in a coding index 

 
Source: Smith & Firth, 2011 

 

 

4.2.6.3  Descriptive accounts 
 

Coded data was summarised and synthesised through descriptive accounts. The summarisation 

and synthetisation of various coded data is performed through refining categories and themes. 

In the refining process, critical thinking about the relationship between the codes was a crucial 

element. Two linked practices were undertaken to reconcile the refining. Firstly, the data was 

synthesised through refining initial categories and initial themes until the whole picture 

emerged out. The researcher had to go back to the original data and check meaning across the 

transcripts. Secondly, the abstracts concepts were derived through identification of the key 

dimensions of synthesised data and building associations between concepts and themes. After 

the abstract concepts were developed, the data was sorted out as per the finest sequence of 

themes which results into the development of core concept. Figure 4.3 represents the moving 

process of the categories and themes in a coding index and establishes linkages between 

categories and final themes from which the core concept emerged. 
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Figure 4. 3: Deriving core concept through establishing links between categories 
and themes 

 
Source: Smith & Firth, 2011 

 

 

4.2.6.4  Explanatory accounts 
 

Explanatory accounts in the analytical stage was to ensure whether the observations and 

interviews were presented accurately. This exercise reduced the possibilities of any type of 

misinterpretation. One core concept “School readiness of children” was generated through the 

application of framework analysis. The core concept was therefore in line with the objective of 

the study for which observation and interviews were done. The explanatory accounts of the 

framework analysis involved sense-making of the various concepts, categories and themes that 

emerged. This was achieved through exploring the relationship between core concepts, 

established literature and theoretical premise related to the school readiness of children moving 

from preschool setting to primary school through practices of sending and receiving teachers. 

Once the relationships were described and concepts identified, typologies were emerged to 

explain the working of various concepts. Figure 4.4 below presents a stage-wise overview of 

the framework analysis used for this study. Appendix XVI and Appendix XVII may be referred 

for the coding operations performed. 
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Figure 4. 4: Process of framework analysis. 

 
Source: Smith & Firth, 2011 

 

4.3 Data collection instruments 
 

In order to gather data for this study, observation of participants in their natural settings and 

semi-structured interviews were conducted. The objective was to glean an understanding of the 

practices of teachers in their respective classrooms. Interview is ‘an effective tool for accessing 

participants’ feelings, interpretations, beliefs or how they construct reality’ (Palaiologou et al., 

2016, p. 139). Qualitative interview is a powerful and flexible tool for data gathering. Through 

interviews messages, views and findings are conveyed through the own words of the 

participants (Creswell, 2011). Interview protocol and observation protocol were designed for 

the need of the present study. For the interview protocol, more open-ended questions were 

designed for the semi-structured interviews. The observation protocol, likewise, was designed 

for a specific period of time required for the present study. 

 

4.3.1 Observation 

 

In qualitative research, one of the key tools for data collection is ‘observation’ (Creswell, 

2013).  From an outsider perspective, an observer will notice things through a different angle. 
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For instance, the routines of the participants can give rise to understanding a context (Merriam 

and Tisdell, 2016). The non-participative observations carried out in this study were based on 

the research purpose and questions. As a non-participant observer, the researcher was an 

outsider, watching and taking field notes from a distance. It was essential to know what to 

observe before delving into this particular process. An observation protocol was designed 

(Appendix V) in order to get started, which was as follows: 

 

• The setting 

o The physical environment – the classroom, the school 

o The context – preschool or primary school 

o Allocation of space 

o Resources available 

• The participants 

o The preschool teacher or the primary school teacher 

o Their roles 

o Characteristics of the participants 

o The ways the teachers organise themselves 

• Activities and Interactions 

o What is happening? 

o The sequence of activities 

o Interaction that takes place 

o Structure of activities 

o Types of activities 

o Rules and norms within the classroom 

• Conversation 

o Types of conversation that takes place 

o Who talks to whom  

o Who listens 

o Types of communication – verbal or non-verbal 

• Subtle factors 

o Informal or unplanned activities 

o Symbolic and connotative meanings of words 

o What has not happened 



 

105 
 

• Behaviour of the researcher 

o The researcher’s role as the observer 

o How the role affects the scene under observation? 

o Thoughts about what is happening 

 

The observation protocol is in line with the checklist provided by Merriam and Tisdell (2016, 

p. 141). Prior to gaining access to the field, the researcher was asked several questions about 

her involvement in the classroom or school and if there would be any disturbance caused to 

teachers in their settings. The researcher was passive and unobtrusive, besides being friendly 

and honest with the participants. Initially the use of a video recorder was planned, so as to view 

the practices of the teachers later, but the teachers did not agree. Eventually, direct observation 

has been undertaken at the schools, which was the real-world setting of the phenomena, that is, 

transition practices.  

 

4.3.2 Interview 

 

In order to generate data, observation of participants in their respective schools and classrooms 

was carried out followed by semi-structured interviews, which is considered as one of the most 

important sources of evidence in case study (Yin, 2014). The author also mentioned that 

researchers need to function at two levels simultaneously when conducting interviews. That is, 

the interview must be able to meet the line of inquiry while putting forth ‘friendly and ‘non-

threatening’ questions in open-ended interviews. However, it is more of a guided conversation 

rather than a structured query, wherein a detailed discussion may take place. Minichiello et al. 

(1995), explained that interviewing allows researchers to use a structured approach and a 

conversational one to answer research questions. In-depth interviews have been described as 

the face-to-face interaction between researcher and participants with the aim to understand the 

perspectives of the latter through their own words and expression (Taylor et al., 2015). Semi-

structured interviewing was appropriate for this study as it helped in narrowing down the areas 

around the topic of research.  
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4.3.2.1   Data management 
 

Identification of new codes 
 

16 teachers from both preschools and primary schools and two senior experts in the field of 

Early Childhood Education were involved in the study. The participants were interviewed to 

explore their practices for data collection. Each participant was interviewed for around 60 to 

75 minutes by the researcher. In-depth interviews were conducted until saturation in data was 

attained (Ward et al., 2013). The framework analysis methodology provided flexibility for 

analysing the data during the interviews. Code Book for “Interview transcripts” in Appendix IV 

and XVI may be referred to, where the data was analysed after each interview. The code book 

identifies Nvivo codes and represents emergence of new codes for each interview. Though the 

Nvivo codes for each interview are rather similar, new codes got reduced for every next 

interview. The code book for “Interview transcripts” has been analysed (see Appendix XVII) 

to know the number of new codes that emerged out for each interview. 

 

Developing categories 
 

The researcher familiarised with the data after reading and re-reading the interview transcripts 

and data management. A collective transcript was then created, based on the interview 

transcripts, to satisfy the steps suggested by framework analysis. Through data management, 

1500 Nvivo codes were identified, which were generated from each line of the transcripts. The 

codes were summarised through “preliminary thoughts” which generated more formal ideas 

about the codes and respective quotes. The quotes, Nvivo codes and preliminary thoughts 

advocated in the creation of 160 “initial categories”. 

 

 

Descriptive accounts 

 

The codebook developed from 18 interview transcripts, represents a range of practices, 

perceptions and experiences. To ensure rigour, the generated codes and initial thoughts or 

preliminary thoughts for each quote were referred to again so as to create potential categories 

which are called “initial categories”. 40 initial categories were generated by looking into the 



 

107 
 

codes and preliminary thoughts, code book of Appendix X may be referred to for same. Initial 

categories were grouped together to form broader categories as the coding progressed. These 

broader categories, named ‘refined categories’ were generated and amounted to 33. Based on 

similarity, the broader categories were then consecutively brought together to form 16 initial 

themes. Code book of Appendix XI may be referred to for the refined categories and initial 

themes. 

 

The data was summarised further and synthesised to find more abstract concepts in the form of 

final themes. The material was reduced into understandable brief summaries. The 

summarisation and synthetisation of the coded data were performed through a continuous 

refining of categories and themes. The relationship between codes was thought about critically 

and it was a crucial element in the refining process. The data was synthesised until the whole 

picture emerged. This was achieved by continuously referring back to the original data and 

checking the meanings across the transcripts. The code book 6.y of Appendix X shows the data 

summarisation and synthetisation. The data was therefore summarised through clubbing 40 

initial categories into 33 refined categories eventually creating 16 initial themes. The final step 

of the summarisation included the creation of abstract concepts which are called the final 

theme. Five final themes emerged through the process of framework analysis which ultimately 

resulted into the formation of the core concept: “Transition practices from preschools to 

primary schools.” 

 

Explanatory accounts  
 

In explanatory accounts, the researcher reflected both in the original database and in the 

analytical stages to ensure whether the beliefs and experiences of documents and interviews 

were presented accurately. The explanatory accounts led to the formation of the core concept. 

The five final themes that emerged in descriptive accounts ultimately resulted into the 

formation of the core concept “Transition practices from preschools to primary schools”. The 

codebook 6.x of Appendix XVII may be referred to see the formulation of the core concept. 

 

The explanatory accounts of the framework analysis involved making sense of the various 

concepts, categories and themes that emerged. This was achieved through exploring the 

relationship between core concepts, established literature and theoretical premise related to the 

transition practices from preschools to primary schools through school readiness. Relationship 
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diagram may be referred to in code book 3 of Appendix XIII. Once the relationship was 

described and concepts identified, typologies emerged to explain the working of various 

concepts. The explanation of the typologies and concepts is presented in findings in later part 

of this chapter. 

 

 

4.3.2.2  Crafting of the interview protocol 
 

An interview protocol was crafted prior to gaining access to the field. The stage of protocol 

crafting is one of the most important stage because of the importance of an interview protocol. 

Firstly, it is important to create a comfortable environment to welcome truthful comments from 

the participants. Thus, the interviewer had to introduce herself and establish rapport initially. 

The interviewer incorporated the statements of confidentiality, a consent form with options to 

withdraw at any time was given to the participant before the beginning of the interview. The 

scope and use of the result were also presented at that time. Secondly, drafting interview 

questions was central theme for developing the interview protocol. Existing literature has been 

scrutinised for developing the protocol on the basis of the conceptual lenses. The draft of the 

interview protocol was made based on the conceptualised framework and was subsequently 

refined with the consultation of field experts and research guides (Kvale, 2007). 

 

4.3.2.3  Conducting the interviews 
 

The interviews were audio-recorded, written down and transcripts were made. 18 transcripts 

were made for the 18 participants, which resulted into 720 quotations for the 40 questions 

formulated for each interview.  

 

4.3.2.4  Analysing the interviews 
 

Since the framework analysis provides a clearly focused and repeatable procedure for data 

reduction, it was used to analyse the data from the interview transcripts. Through the 

framework analysis, codes were identified on the quotations and data was reduced by 

developing relevant categories and themes, which were in turn refined to reach the core 

concept.  
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4.3.2.5  Presenting the findings 
 

Findings were made based on identification of categories. It is the identification of the themes 

and categories that led to the emergence of the core concept. Themes identified became the 

main stages of preparing children for school readiness, while the categories became the sub-

steps of each individual parent stage. 

 

4.3.3 Protocol for conceptualised framework  
 

The protocol for the conceptualised framework was drafted on the basis of the conceptual 

lenses which was developed on Mauritian and international transition practices, as shown in 

Appendix XI and Appendix XVII. The protocol consisted of 42 questions bifurcated into 5 

categories, namely, background of Mauritian education system, reform in Primary education 

policy, school readiness, teaching practices and continuity in education. The questions that 

were developed under each of the protocol has a unique scope.  

The interview protocol was developed based on the conceptualised framework. The protocol 

which led to the design of the conceptualised framework was discussed with experts in the field 

of Early Childhood in Mauritius. After necessary changes were incorporated, the interview 

protocol was validated to finalise same. It consisted of 42 questions bifurcated into five 

categories namely, background of the Mauritian education system, reform in primary education 

policy, school readiness, teaching practices and continuity in education. The observation 

protocol was validated for finalising same by using the guideline of Merriam and Tisdell 

(2016). It consisted of 40 items for both the sending and receiving end. Appendix XVI and 

XVII may be referred to for the interview protocol and observation protocol. 

4.4  Limitations 
 

For this particular study, the limitations which were felt during the research are as follows: 

i) Since this is the first research for suggesting a framework for school readiness 

through transition practices of sending and receiving teachers in Mauritius, 

reference theories and adopted applications are limited. The framework was not 

applied in real world after conceptualisation. 
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ii) The research only used qualitative methodology. May be a combination of 

qualitative and quantitative would have provided a richer research insight.  

 

4.4.1  Conceptual lens and biases 

 

While the epistemological and ontological stance of a researcher underpin their research, the 

researcher’s own personal biography is inextricably linked to these stances or perspectives 

(Tottle, 2016). The researcher views a research through their own lens, the positionality of the 

researcher.  The conceptual lens of a researcher therefore is the data which is observed based 

on acquired experiences and beliefs. A researcher’s epistemological stance influences the 

conceptual lenses which might bring up biases. The terms lenses and biases have clearly 

different meanings, where the term bias reflects the ability of twisting the data intentionally or 

unintentionally. 

 

Throughout this study, both the conceptual lenses and biases have been assessed honestly. The 

major bias found in this research was the pre-conceptualisation and conceptualisation phases 

of data analysis. However, during the course of the research, the biases were bracketed but not 

the lenses. 

 

4.5 Reliability and validity 
 
In qualitative research, when the study is carried out ethically, it ensures validity and reliability 

(Merriam & Tisdell, 2016, p. 237). They are concerns that can be dealt with carefully at the 

time of the conceptualisation of the study and through the data collection process, the analysis 

and interpretation as well as the way the findings are presented. Reliability of a study is 

determined through the replicability of the research findings. Researchers aim at describing 

and explaining to the world the reality (Merriam & Tisdell, 2016). Validity can be explained 

by the truth of what the final product or model portrays to be (Grossoehme, 2014). It has also 

been pointed out that some methodologies such as grounded theory, as it uses the words of the 

participants to create categories and themes, instead of labels provided by the researcher can 

enhance validity. Internal validity is concerned with how research findings match reality while 

external validity deals with the possibility of replication.   
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For the present study, triangulation is a strategy that was used to ensure reliability of the 

research. Triangulation is about using multiple data sources to obtain conclusions (Mohamed, 

2017). It helps in reducing bias and cross-examines the integrity of the responses of participants 

(Anney, 2014). Observation, in-depth interviews and focus group discussion with parents of 

children were methods of data collection that were used to obtain consistency and dependability 

of data.  

 

4.5.1 Dependability 
 

Dependability also known as consistency is a criterion for assessing the reliability of a research. 

It reveals whether if the same method and participants are used in the same context would yield 

similar results from the research. Cope (2014) explained dependability as the consistency of 

data in different context with similar condition. The process of establishing dependability of a 

research aims at evaluating the research accuracy through examining if the data supports the 

findings, conclusions and interpretation (Amankwaa, 2016). In this study, dependability was 

addressed through a detailed report of the methods and processes adopted to enable a future 

researcher to replicate the work. A research design was set and in-depth coverage of the adopted 

research methodology was described, in order to allow any reader to evaluate if a proper 

research practice has been followed. This helped the reader to gain clarity about the research 

design, the research method and its implementation, data collection methods and analysis of 

the research output with an evaluation of its effectiveness. 

 

4.5.2 Credibility 
 

Credibility is a criterion for evaluating the internal validity of qualitative research. Credibility 

depends somehow on the integrity of the researcher who can deal with it by looking for data 

that support alternative explanations (Patton, 2015).  Triangulation is one way of defending the 

credibility of a qualitative research. For instance, for the present study, the research questions 

have been answered in various ways through interviews and observation in different types of 

similar settings have been carried out. 
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4.5.3 Transferability 
 

Transferability or applicability of research findings evaluates the external validity of the study. 

That is, the findings can fit into contexts outside the study situation (Hammarberg et al., 2016). 

It is the ability of transferring the research method or findings to another context. Thus, the 

researcher must provide thick and detailed chronology and context of research in which another 

researcher can easily judge its applicability to be conducted in a similar context (Thomas & 

Magilvy, 2011). In the present study, detailed information about the school setting, the 

classroom, the teachers, the atmosphere and other items that cannot be captured by audio 

recording, have been provided. 

 

4.5.4 Confirmability 
 

Confirmability is similar to objectivity in quantitative research and it can be achieved when the 

credibility, dependability and transferability of the research are established (Thomas & 

Magilvy, 2011). In the same vein, when the researchers clearly shows that the data represent 

the perspectives and responses of the participants, it shows the confirmability of the research 

(Cope, 2014).   

 

4.5.5 Crystallisation 
 

Ellingson (2008, p.4) defined crystallisation as “combined multiple forms of analysis and 

multiple genres of representation into a coherent text or series of related texts, building a rich 

and openly partial account of a phenomenon that problematizes its own construction, 

highlighting researchers’ vulnerabilities and positionality, making claims about socially 

constructed meanings, and revealing the indeterminacy of knowledge claims even as it makes 

them.” It fits within the social constructionist paradigm. Crystallisation generates deep and 

complex interpretation which produce knowledge about a specific phenomenon (Ellingson, 

2014).  
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4.6 Ethical considerations 
 

Ethical dilemmas are likely to emerge in qualitative research studies concerning data collection 

and dissemination of findings (Merriam & Tisdell, 2016). The authors also present the “Ethical 

Issues Checklist” that Patton (2015) provided, which identifies the 12 items to be considered 

when undertaking qualitative research studies, as follows:  

1. Explaining the purpose of the inquiry and methods to be used 

2. Reciprocity (what is in it for the interviewee and issues of compensation) 

3. Promises 

4. Risk assessment 

5. Confidentiality 

6. Informed consent 

7. Data access and ownership 

8. Interviewer mental health 

9. Ethical advice (who will be your counselor or ethical matter) 

10. Data collection boundaries 

11. Ethical and methodological choices 

12. Ethical versus legal (pp. 496-497), (In Merriam & Tisdell, p. 265.). 

 

Ethical considerations in qualitative research not only refer to the role of the researcher, but the 

confidentiality of the issues discussed during interviews, the observation carried out, the 

gatekeeper authorisation, the consent form for participants, among others. 

 

4.6.1 Role of researcher 
 

The “personal criteria” for “a good piece of qualitative research” of Lichtman (2013) elaborates 

the need of being clear about the role of the researcher and its relationship with the participants 

and the phenomenon under study. It is essential to outline the importance of the research topic, 

to elaborate the research process, and present the findings of the study with clear conviction. 

The “big tent” criteria of Tracy (2013) which is similar to Lichtman’s “personal criteria” are 

spelled out as follows:  

1. Be on a worthy topic, which would be conducted  

2. With rigour, and  
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3. Sincerity, that is, transparency of methods, and 

4. Credibility 

5. That the research will resonate with a variety of audiences, and 

6. Will contribute significantly  

7. That it attends to ethical considerations, and finally,  

8. That the study provides meaningful coherence, that is, “meaningfully interconnects 

literature, research, questions/foci, findings and interpretations with each other” (p. 

230). 

In this qualitative study, the research was the instrument to gather data and facilitated the 

research procedure through data transcription and analysis.  

 

4.6.2 Observation 
 

Observation is one of the main tools in qualitative research for collecting data (Creswell, 2013). 

The observer notices things from a different perspective and understand it differently from the 

point of view of the participants (Merriam & Tisdell, 2016). The observations of the study were 

carried out while following the research purpose to answer the research questions, while the 

researcher was a non-participant observer and only watched and took field notes from afar. It 

was essential to know what to observe before delving into this particular process. The designed 

observation protocol was used to gather data in both the preschool and primary school settings. 

 

The researcher went to the schools selected for the study around 8am. The observation protocol 

in hand, every action of the teachers in both settings have been noted down. For sending 

teachers, observation in preschools were carried out during the months of September to 

November 2015 and for receiving teachers it was at the start of the year 2016. Since the 

observation protocol was well-designed, note-taking was easily carried out.  

 

 

4.6.3 Interview 
 

Interview is considered as one of the most important sources of evidence (Yin, 2014), and it is 

more like a guided conversation rather than a structured query. It can be both structured and 

conversational style (Minichiello et al., 1995). When conducting case study interviews, the aim 

is to answer the research questions by using friendly and non-threatening questions in open-
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ended interviews (Yin, 2014).  In-depth interviews are face-to-face encounters between the 

researcher and its participants to derive meaning or understand from the participants voice 

(Taylor et al., 2015). In-depth interviews were found to be appropriate for this study as it aimed 

at gleaning as much information related to the understanding of the participants and their 

practices to manage transition.   

 

The interviews for most of the participants were carried out in their respective schools after the 

observation. The researcher invited few participants outside school premises for their 

interviews. The informed consent form was handed over to all participants on which they 

signed after reading and agreeing. The respondents participated enthusiastically. They 

answered all the questions without hesitation. They were very comfortable as they claimed that 

transition of children and adjustment of children in primary schools is of high importance but 

not given due consideration. The interviews lasted for around an hour to an hour and a half, 

they were recorded and later transcribed.  

 

4.6.4 Participants 
 

Participants from different types of school, rural, urban, public normal school, public ZEP 

school and private schools, for both preschools and primary schools were gathered through 

purposeful sampling. The researcher felt the need to explore the practices of sending and 

receiving teachers in various location all over the island which provided rich data. It was very 

convenient to work with one participant at a time as it helped the researcher focus on the 

questions set during the interviews and to also observe only one participant at a time in their 

own setting. In all there were 16 teachers. 8 from preschools and 8 from primary schools. There 

were two retired higher officials who participated in the study only to have their views on the 

study.  

 

 

4.6.5 Procedures 
 

The University of Kwa Zulu Natal has its own Code of Conduct for Research and the UKZN 

Research Ethics Policy which is applicable to all members of staff and students involved in 

research. The researcher signed an undertaking in compliance with the Code of Conduct of the 

University, which ensured that the research would take place in accordance to its Policy. A 
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letter was sent to concerned authorities and gatekeepers to seek permission to conduct the study 

in the preschools and primary schools concerned. Once approval was given, the researcher 

visited the schools during the time frame considered appropriate to conduct observation of 

transition practices of teachers in their respective settings. Taking pictures and video recording 

was not allowed to avoid involvement of children who were present in the classroom settings.  

 

Each participant signed an informed consent form (Appendix II) which clearly stated the nature 

and purpose of the study, the identity of the researcher and the details about UKZN and the 

Supervisor’s contact details, whether the participation was voluntary and that their responses 

would be treated confidentially. To ensure anonymity of the participants and the schools, coded 

names were assigned to each participant and each school. The participants were allowed to 

choose if they were willing to be audio or video recorded during interviews. They were also 

informed that they were allowed to freely withdraw from the research at their own will, without 

any consequences.  

4.7 Research process and flow chart 
 

The research question derived reflected the choice to undertake a qualitative research design. 

The need to create conceptual lens as per the ‘Theory of Conceptual Development’ was 

proposed by the research objective. Separate conceptual lenses were constructed for national 

and international transition practices of teachers from both school settings. Based on the 

conceptual lenses, the initial protocol was created, for which the relevant answers were 

scrutinised in policy documents. A transcript has been prepared and processed as per the 

approach suggested by Vygotsky (1986), Strauss and Corbin (1998) to reach the conceptualised 

framework. The final draft of the protocol for the present study was finalised with expert 

comments. Interviews were carried out based on the final protocol, transcripts were made and 

processed using the framework analysis. A framework for transition practices of sending and 

receiving teachers for school readiness of children emerged after the coding, categories and 

identified themes. 
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4.8 Summary 
 

The researcher opted for a qualitative research design to formulate a framework for school 

readiness of children through transition practices of sending and receiving teachers. The 

conceptual lenses and conceptual framework were made based on Vygotsky’s (1934, 1986) 

theory of conceptualisation. The tools for data collection were introduced. A primary protocol 

was developed based on the conceptual lens and the interview protocol was developed on the 

basis on the conceptualised framework. The framework methodology of Smith and Firth (2011) 

was adapted and expanded to process with interview transcripts through data management, 

descriptive accounts and explanatory accounts. For the development of descriptive and 

explanatory accounts, there has been a systematic analysis guided from explicitly the 

interconnected stages of framework analysis. Initially, 40 categories were identified which 

were refined into 33 broader categories. These categories were brought together to form 

16 initial themes. Finally, through framework analysis, five themes emerged and ultimately 

resulted into the formation of the core concept ‘Transition practices from preschools to primary 

schools for school readiness’. The limitations of the study has been discussed in line with the 

conceptual lens and biases. To reduce incongruities in qualitative data analysis, ethical 

considerations have been described along with the ethical guidelines and the role of the 

participants. In order to check the trustworthiness of the study, the following criteria was used: 

dependability, confirmability, transferability, creditability, authenticity, crystallisation, and 

triangulation. This chapter ends with the research process flow chart that was presented and 

described.  
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Chapter 5 

Data Analysis and Findings 

5.1 Introduction 
In this chapter, the researcher has outlined the demographic profile of the respondents. For the 

purpose of the study, the sample population included teachers from both settings and senior 

experts in the field of Early Childhood. The data has been analysed through the framework 

analysis, using the methodology of Smith and Firth (2011). It comprised of three steps analysis. 

The first step being data management, that is reducing the data, the second step is descriptive 

accounts, where themes have been identified and associations have been made, and the third 

and final stage is the explanatory accounts, which includes mapping and a clear interpretation 

of the reduced data. The research questions have been answered in the interpretation of the 

research findings and have been further discussed in the light of relevant studies to address the 

research objective. 

 

The research objective of the present study reveals that there is a need to formulate a framework 

for school readiness through transition practices of sending and receiving teachers. 

Conceptualisation was made prior to developing a framework. A qualitative paradigm has been 

used to develop a conceptual framework. Vygotsky’s Sociocultural Theory of 1934 and 1986 

gave rise to the concept of conceptual framework and was used to develop the conceptual 

framework in this chapter. 

 

With the support of conceptual lenses, the conceptual framework was developed. To develop 

the conceptual lens of transition in Mauritius, documents and journal articles were studied, 

namely, the National Curriculum Framework Pre-Primary, the ECCEA Act, The NYCBE and 

journal articles. The responses of participants were also used to develop the conceptual lens. 

The quotes and responses were transcribed and coded as per Appendix XVI and XVII. Once 

the conceptual lens was extracted from the refined categories, a protocol was made based on 

the understanding developed by the conceptual lens.  
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 5.2 Data analysis and findings 
 

As justified in the previous chapter, framework analysis was opted for data analysis. The 

framework analysis suits cross-sectional descriptive data analysis which enables different 

aspects to be captured under scrutiny. The processes that leads to a systematic analysis of data 

for the development of descriptive and explanatory accounts are explained at the 

interconnected stage of framework analysis (Ritchie and Lewis, 2003; Smith and Firth, 2011). 

 

5.3  Interpretation of data and discussion 
 

The detail of the data reduction during analysis for ease of understanding and clarity of 

presentation are presented separately in Appendix IV, entitled, ‘Code Book for Interview 

Transcripts’. Initially, on the exhaustive interview transcripts, 40 categories were identified 

which were then refined into 33 refined categories. Consequently, these categories were 

brought together to form 16 initial themes. Five themes emerged eventually through framework 

analysis which resulted into the formation of the core concept “Transition practices from 

preschools to primary schools”. Following Smith and Firth (2011) methodology for framework 

analysis, the researcher now presents the interpretation of each category. 

 

5.3.1  Interpretation and discussion of category I: Background of Mauritian education 

system 

 

Mauritius has had settlers, namely, the Portuguese, the Dutch, the French and the British. 

However, the French and the British had major impact on the education system. The 

colonisation of the island has witnessed a turn from the French to the British in the year 1810, 

an invasion which ended in 1968 after Mauritius got its independence. While, English became 

the official language of the country, teachers are free to use any language in their classrooms 

as long as children understand them.  

 

There is no restriction to the use of specific languages to be used in the classroom.  However, 

sending and receiving teachers use the languages that children understand in order to 

communicate and give instructions for them to follow. Some private schools are English-

medium schools and they specifically use English to communicate and interact with children, 
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and children with peers. Those who are not fluent in English are encouraged to learn to 

communicate in the language. French and Kreol Morisien are being widely used in other 

schools. Sending teachers from public preschools use English only during specific times of the 

day. For example, during storytelling, if the chosen story is in English, teachers will read the 

story and explain in Kreol Morisien or French for children to understand. When questioning 

children about the story, teachers often ask the questions in English and switch to Kreol 

Morisien or French. In private preschools, where there is no rule on language of instruction, 

teachers proceed similarly. However, the teachers encourage children to respond in the 

language of the story. For other activities, instructions are given in French and teachers often 

mix Kreol Morisien so that all children can follow. In English-medium schools, instructions 

are given in English and in order to help children who do not understand, the teacher breaks 

down the instructions into smaller forms, in simpler sentences. It is therefore, not possible for 

teachers to stick to one language in all schools. Public preschools welcome children from 

different backgrounds, and sending teachers have to adjust with the use of language in their 

teaching. Private preschools on the other hand, use different languages as medium of 

instruction at different times of the day. Receiving teachers use all the languages to 

communicate with new entrants. They use the different languages to know which child is fluent 

in which language. Sometimes, children are fluent in all the languages, while at other times, 

children struggle to communicate in any of the languages. Therefore, in order to build 

relationship with new entrants in the primary schools, receiving teachers use the language 

which children are comfortable with. The instructions in the books, being in English for all 

subjects, the teachers end up translating the instructions in the language the child is comfortable 

with. For activities such as nursery rhymes, storytelling, songs and poems, there is no need to 

change the language. However, explanation is carried out in French or Kreol Morisien to help 

children understand. Receiving teachers on the other hand, need to use more of English and 

French as the instructions in books are in English or French. But due to the fact that not all 

children are fluent in English or French, and they lack pre-reading skills, receiving teachers 

have to use Kreol Morisien as a medium of instruction.  

 

Sending teachers view the primary education cycle as the time when children will be going to 

learn more. Both sending and receiving teachers view primary education cycle is the normal 

channel of education where children join in Grade 1 and complete the six years of schooling to 

move to secondary schools. It has been mentioned by receiving teachers that previously the 

CPE was causing lots of stress on them, on the children and the parents of children as it was a 



 

122 
 

very competitive phase. But gradually the CPE has phased out in words, but the competition 

remains as children need to score good grades to get the best schools. With the introduction of 

the NYCBE, there is not much difference. For both receiving teachers the rat race has ended 

with the introduction of the Primary School Achievement Certificate but the aim of getting a 

seat in the right school remains in the minds of parents. The NYCBE try to bring continuity 

into the transition from preschools to primary schools through the Primary School Readiness. 

Sending teachers are not very aware of the difference between the previous primary education 

cycle and the NYCBE, except for the fact the DLP has increased their workload.   

 

Colonisation has led to the use of different languages in Mauritius. Since the participants are 

well-aware of the different settlers and colonisation of the island, it reveals their knowledge of 

the Mauritian Education system which was modelled on that of Britain (Burrun, 2011). The 

choice of using English as the language of instruction was a political decision rather than one 

which is based on the needs of learners or the competency of teachers (Baptiste, 2002). While 

the education ordinance of 1944 specifies that in lower standards, teachers can use any 

language as a medium of instruction, the language policy which dates from 1957 governs 

teaching in primary schools.  

 

The preschool sector, however, has no language policy. Private preschool managers and 

preschool teachers decide about the language that they deem appropriate to use in their own 

schools.   

 

English is the official language of Mauritius and teachers use different languages that children 

understand in class. Not all children who join primary schools have English language 

competencies. Since in primary school children use textbooks in which instructions are in 

English, they need to acquire the skills to read, listen, and understand the language. Receiving 

teachers should use the three main languages to help children adjust in the formal setting, while 

sending teachers should help children acquire competency in all the three languages. When 

children join preschools, parents must be able to cater for the language need of the latter. The 

language used at home should enable children to adjust in the preschool setting. For instance, 

a child who does not speak English at home and suddenly found himself/herself in an English-

medium school, they may not be able to adjust spontaneously in the new setting. Preschool 

teachers must introduce the new language to the child and despite children can learn languages 

easily, it has to be noted that they need to be surrounded by the same language in their 
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environment. Therefore, language used at home has an impact on the language the preschool 

teachers use in the preschool setting. 

 

The fact that children must complete the primary education cycle, both receiving and sending 

teachers should be well-acquainted with the demands of the education system. In Grade 1, 

primary school teachers use prescribed books to teach. The instructions in the books are in 

English except for French language. Children who are not acquainted to the language will find 

it difficult to follow instructions of primary school teachers. In preschools, the children have 

been guided by the preschool teachers to complete tasks and activities. The preschool teachers 

use different languages, demonstration, and attend to the needs of children, adapting the 

activity for any particular child who need help. Children will be able to follow instructions 

based on the language used by teachers in both preschools and primary schools. Sending 

teachers should cater for the needs of young learners to understand and follow instructions so 

that when they reach primary schools, children do not lag. Receiving teachers must therefore 

simplify the instructions if need be, so that all children can follow. Eventually, young learners 

must acquire the prerequisite language competency before they are taught the next one 

(Chumum, 2002). 

 

5.3.2  Interpretation and discussion of category II: Reform in primary education policy 

 

The ECCEA has provided a Manual of Activities which have details of planning using theme-

based approach. It is not a prescriptive guideline, and it enables preschool managers and 

sending teachers to build on the ideas to create their own activities.  

 

The National Curriculum Framework Pre-Primary which has also been provided with the 

contribution of the Mauritius Institute of Education sets out the objectives for specific aims to 

enable preschool teachers to plan and design activities appropriately. The ECCEA also has a 

SEN Unit, which is not known to all teachers. For sending teachers, the SEN Unit can provide 

them with strategies to deal with children with SEN. They can get supported to cater for needs 

of each learner for the transition process. Receiving teachers were not receiving any kind of 

support to cater for the entrance of children in the primary classrooms. Through the SEN Unit 

of the ECCEA, receiving teachers will be aware of the specific needs of the new entrants. 
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Additionally, the learning needs of those children with severe disabilities can be catered for by 

the SEN Unit as there is no special preschools.   

 

Introduction of the Developmental Learner Profile enables preschool teachers to record 

information specifically for each child in their classroom. The DLP should be filled accurately 

for the best interest of the child when they move to primary school. The transit document 

specially will enable receiving teachers to know more about the children in their classroom.  

Sending teachers use the NCF PP to prepare their long-term at the beginning of the year, 

medium-term every trimester and small-term plans every week. It is also used on a daily basis 

to prepare activity sheets, as it spells out the objectives of the activities they plan. The NCF PP 

therefore helps teachers to prepare the activities they will conduct in class but does not explain 

how these performance indicators and descriptors will prepare children for transition. The 

guidelines in the NCF PP enable sending teachers to use different pedagogical approaches, set 

out appropriate objectives for each activity, but do not mention about how specifically children 

must be prepared for transition. For evaluation, the NCF PP provides a section on assessment.  

However, it is not enough as it only explains the types of assessment that can be done and not 

how it should be carried out. Receiving teachers seem to be unaware of the NCF PP and are 

interested to know more about it so as to learn about preschool teaching and learning.  

 

The introduction of the Developmental Learner Profile is not yet known to the receiving 

teachers at the time of data collection. However, they claimed that if the DLP provides 

information on the children, it will help them know the new entrants better. Sending teachers 

were aware of the DLP and how to use it. For them, it is easy to use the checklist to note down 

their observations. While receiving teachers are aware of the Primary School Readiness, 

sending teachers were not aware of same. The PSR is a means of bridging the gap between 

preschools and primary schools. The knowledge that children have acquired in preschools will 

be clear to the receiving teachers. Sending teachers are unaware of the PSR and affirmed that 

the PSR and the DLP should be in line with each other. In this way, it will enable them to 

prepare children for transition better.  Therefore, the Primary School Readiness should be made 

available to both sending and receiving teachers to enable a smooth transition from preschools 

to primary schools. Sending teachers can plan activities for preschool leavers in relation to the 

needs of the primary classroom. Receiving teachers will be able to cater for the new entrants 

by focusing on the specific needs of each learner through their DLP.  
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While sending teachers confidently admitted that they prepare children for the primary 

classroom, receiving teachers do not share the same views. Preschool teachers accept their 

responsibility of preparing children for transition, they also believe that receiving teachers is 

the one responsible for the transition of children when they join primary schools. Sending 

teachers only prepare children to learn the basics, while receiving teachers are those who build 

up on the acquired knowledge of children. For receiving teachers, the preschool teachers are 

those who are responsible for transition of children from preschools to the formal schools. Both 

the receiving and sending teachers also recognise that parents are equally responsible for the 

transition of children. The behaviour of parents on the first day of primary school influence the 

behaviour of children. For instance, children who are not crying on the first day of primary 

schools, also start crying if their parents show sadness or cry. The summer holiday, the longest 

holiday for children before they join primary schools influence the transition process. 

According to the participants, parents must seize the opportunity of the long holiday to talk to 

children about their new school, and the challenges that will come along. Children and parents 

should have positive conversation about new school, new teacher, new rules, new learning 

process and no one should scare children about those. In this way, children will be mentally 

prepared for the new challenges that awaits them. 

 

Teachers are not told how to specifically prepare children for primary schools. Sending 

teachers try to equip children informally with basic knowledge, skills and competencies to join 

primary schools. They do it on their own. The NCF PP acts as a guide in planning, designing 

and implementing activities that will provide children objectively. However, they are not fully 

aware of what the children truly need to undergo this phase of transition in their lives. 

Receiving teachers neither have specific guides to prepare children for transition. They are 

aware they have to do activities with children to make them feel at ease, allow them time to 

express themselves freely through dance, songs, poems, drawings and other simultaneous 

activities. Receiving teachers engage in conversation with the new children in their class to 

know more about them. The focus of receiving teachers is mainly on completion of syllabus 

for all subjects. The PSR acts a bridge in the teaching process, prior to starting the use of 

textbooks. Receiving teachers are also not told how to prepare new entrants in their classrooms. 

Generally, sending teachers use different pedagogical approaches, teaching strategies to teach 

children informally so as to achieve the objectives as set out in the NCF PP. Because the NCF 

PP is the only document that can guide their teaching, and the Manual of Activities which 

provide non-prescriptive activities based on the descriptors and performance indicators in the 
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NCF PP, sending teachers believe they prepare children accurately for the transition from 

preschools to primary schools. 

 

Literature provides many factors that influence transition of children from an informal to 

formal setting. Among the many factors mentioned by the participants are the sense of 

belonging, autonomy of children or independence, basic knowledge, skills and competencies, 

communication and language fluency, perception of children about the teacher and the primary 

classroom, and the expectation of receiving teachers. Despite the factors that influence the 

transition of children, both sending and receiving teachers try to help children adjust to formal 

schools. Both sending and receiving teachers perceive that the means they use to prevent the 

factors that influence transition of children to be quite appropriate. However, both teacher laid 

emphasis on the adjustment of children in formal schools. Sending teachers, prepare children 

to become independent. Children are taught to attend to their toilet needs on their own, to eat 

and drink properly, and to dress and undress by themselves. These objectives are met through 

different activities such as, supervision when going to toilet, washing hands properly after toilet 

and before and after eating, and by encouraging children to play disguise or try on costumes. 

Sending teachers also emphasise a lot on engaging children in conversations to enable them to 

communicate their needs. They teach children to express themselves by using structured 

sentences so as others can understand the meaning of what they want to communicate.  

Receiving teachers first try to build relationship with the entrants so as to know them better 

and make them feel comfortable. They take the children for a walk around the school building 

to get acquainted with the new environment. They allow children to eat, attend toilet needs, on 

their own. They also prompt children to talk, to express themselves freely, to communicate 

with them and their peers.  

 

The feeling of belonging to one environment will help children to adjust better in the new 

setting. When children feel the class teacher, the school and their peers are known to them, the 

adjustment takes place quite smoothly. Children who have elder siblings feel more comfortable 

in the new school environment. They do not feel alone or lost. They know they have someone 

they call their own. Sending teachers also talk to children about the new school, new classroom 

and new teacher. They try to make children picture the new environment and inform them of 

the new learning that will take place in the primary classrooms. The first contact with the 

receiving teachers influence the sense of belonging to the new environment. Receiving teachers 

who know about what took place in the preschools are more likely to make children feel they 
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belong to the place. Children from attached preschools adjust better in the new setting as they 

already know the environment. Some children also feel comfortable if they find their peers 

from preschools or if their siblings attend the same school. The parent-teacher relationship also 

influences this feeling of belongingness. Children whose parents interact in a friendlier manner 

with receiving teachers tend to feel secured and develop the feeling of belonging to the class.  

 

One of the objects of the ECCEA being to “help ensure a smooth transition of the young child 

from preschool to lower primary school” (ECCEA Act, 2007), supports the fact that the 

Authority should be able to support teachers involved in the transition of children at that level. 

Since the objects of the Authority is to “harmonise and promote integrated early childhood 

care and education policies, strategies and programmes in line with recommendations of 

international and national institutions” (ECCEA Act, 2007), it can be agreed upon that this 

object will enable sending teachers to prepare children efficiently. In the same line, receiving 

teachers should be involved in the programmes, should be aware of the strategies to welcome 

young learners in the new educational setting. The SEN Unit of the ECCEA can help preschool 

teachers monitor the progress of children, the same way the EYFS of the United Kingdom have 

an early years outcomes guide which is a tool that enables teachers to observe children while 

covering the seven areas of learning (Kelly, 2015).  

 

The National Curriculum Framework Pre-Primary (NCFPP) provides learning aims and 

objectives for each area of learning through the descriptors and performance indicators which 

enable preschool teachers to prepare their own activity sheets. As Brown & Lan (2015) puts 

forth, policy guidelines lay out increasing academic expectations for children, which can 

potentially impact on teachers’ understanding of ‘school readiness’, and the practices that are 

engaged within the classroom (Brown & Lan, 2015, p.2). Transition practices of teachers 

therefore are influenced by the guidelines in the National Curriculum Framework. 

 

The profile of the learner as elaborated in the NCF PP shows that at the end of preschool years, 

the children should be able to show certain level of maturity and acquire certain competencies 

(NCF PP, 2008). Receiving teachers can refer to the NCF PP to have an idea of what children 

have learnt in preschool. In the same vein, teachers at both levels can discuss about what can 

be done to prepare children for formal schools. The NCF PP for instance, provide not only aims 

and objectives of activities to be carried out but also explains the different approaches that can 

be used to teach young learners. However, receiving teachers are not well-informed about the 
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NCFPP, but that of Primary. The NCF Primary provides guidelines of the content of a designed 

syllabus to be completed by the receiving teachers by the end of the year.  

 

The question remains on how the practice of following the prescribed curriculum in formal 

schools enable receiving teachers to smooth the transition of children when they move to their 

new setting. Wood & Hedges (2016) concluded that curriculum in Early Childhood Education 

should be seen as incorporating dynamic working practices. They emphasised on child-

centered approach where children are free to choose what they want to do and talk about with 

their peers, and teachers are there to support their learning and development through play-based 

approach, reciprocal relationships, and through intentional and responsive teaching. The 

guidelines in the NCFPP as a document should therefore inform sending and receiving teachers 

by providing clarity, coherence and consistency about developmental goals and content of 

children’s learning. 

 

The Developmental Learner Profile being a new document is not famous among receiving 

teachers who are only acquainted to the Primary School Readiness. Preschool managers have 

attended workshops pertaining to the use of the DLP in preschools. However, not all teachers 

are fully aware of how to use the documents effectively. Despite being unaware of the DLP, 

receiving teachers responded positively to the usefulness of the document. They expressed their 

beliefs that the DLP will inform them about the children in their class so that they can prepare 

the latter for further learning. Even though the DLP might provide information about the 

children, it is not a certain fact that teachers have filled the documents accurately. There is no 

evidence of same. It can be said that the Developmental Learner Profile is quite similar to the 

EYFS profile (EYFSP). That is, the statutory assessment of each aspect of development and 

learning achievements of every child when they turn 5 in the UK. The EYFS policy frames the 

learning and development of a child through the lens of developmental psychology, drawing 

on positivist methodologies to observe cognition, behaviour and competence (Wood & Hedges, 

2016, p. 389). Sending teachers are not aware of the Primary School Readiness Booklet which 

receiving teachers use in the first few months of starting formal school. Knowledge about the 

content of the PSR can guide sending teachers to prepare children adequately. In the UK for 

instance, the EYFSP 2017 (STA, 2016) states that scoring ‘emerging’ in a learning goal does 

not inform anyone about the learning and development of children at the end of the foundation 

stage or last preschool year. “Conversations” between Reception and Year One teachers is 

recommended to support transition (p. 20). If the DLP is used as the EYFSP and both sending 
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and receiving teachers work together, this practice can smooth the transition of children moving 

from preschools to primary schools in Mauritius. 

 

Both sending and receiving teachers are responsible for the transition of children. Their 

practices can highly influence this particular phase in the education path of young learners. The 

DLP and the PSR booklets, if used appropriately can respond to the needs of the learners and 

more likely can influence the practice of both teachers in their respective setting. Sending 

teachers would be more informed about how they need to prepare children for primary schools 

and receiving teachers would know how to work with the new learners in their classrooms. 

 

Sending teachers use mostly the child-centered approach, play-based approach and the 

integrated approach to achieve the objectives they set for each activity. They prepare their own 

materials and adapt activities to the needs of the learners. They have learnt about the different 

pedagogical approaches through their courses at the Mauritius Institute of Education and they 

are guided by the content of the NCFPP. Receiving teachers on the other hand, have a 

prescribed curriculum to follow. As mentioned earlier, the PSR booklet is introduced to 

children who will use a booklet for the first time in a school setting. Despite welcoming the 

children warmly, getting acquainted to them, giving them colouring activities and asking them 

to perform their favourite rhymes or songs or dance moves, using a booklet can be a new thing 

for many children, as they have been using loose sheets in preschools. Eventually, it can be 

said that children must acquire the skill of recognising their books, and working activities in a 

book, so as to be ready to work in the PSR booklet as soon as they join primary schools. The 

means that sending and receiving teachers use in their respective settings is controlled by the 

NCF PP and the prescribed curriculum of primary schools. 

 

The different factors that influence transition of children are legitimate. Children must have 

developed a level of understanding to function as required in primary schools. Age of entry for 

instance has been a problem over the years. Children are required to have attained a certain age 

to join formal schooling. However, they need to be able to follow instructions and perform as 

per the demands of their respective classrooms. As put forth by Fisher (2010), age does not 

determine learning but the developmentally appropriate practices enable children to learn. 

Therefore, both sending and receiving teachers must be well-versed with the different 

pedagogical approaches and developmentally appropriate practices in order to smooth the 

transition of children moving from preschools to primary schools. 
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The participants have named several factors that influence transition of children. Sense of 

belonging, independent skills, basic academic knowledge, skills and competencies, 

communication and language fluency, perception of children about the new teacher and the 

new classroom and environment, and the expectation of receiving teachers are the factors that 

were voiced out. O’Kane (2007, 2015) pointed out these factors that should be worked on to 

smooth the transition of children moving from preschool to primary school settings. 

 

In a study by Bulkeley & Fabian (2006), they found that teachers are aware of their role of 

providing a conducive learning environment in which children feel they belong to the school 

community as teachers nurture that feeling positively.  

 

 

5.3.3 Interpretation and discussion of category III: School readiness 

 

Sending teachers prepare children through activities prepared using the performance indicators 

present in the NCF PP. The activities are planned using an integrated approach so that children 

acquire different skills and knowledge through one activity. If the children are able to complete 

the activities, the objectives of the activities are met, therefore, sending teachers consider that 

the children are ready for formal schools. Receiving teachers put more emphasis on relationship 

building in the first few weeks, give children opportunity to express themselves and help them 

adapt in the new setting. After the first few days in formal setting, receiving teachers become 

more acquainted to the children in their classroom and they continue with activities which are 

relatively similar as in preschools. They observe the independent skills of the children, 

introduce the environment, make them become familiar to the new routine in primary schools, 

engage in conversations to observe the communication skills of children, use charts to test the 

prior knowledge of children.  

 

Sending teachers believe that they need to teach children alphabets, numbers, shapes, colours, 

independent skills, and managing their feelings in order to go through transition from 

preschools to primary schools easily. Receiving teachers teach children the new rules and 

routine in the new school, they do a recap of academic knowledge acquired before they start 

with subject’s book teaching. The basic knowledge that the children acquired in preschools act 
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as a foundation in learning, on which further knowledge will be built. Sending teachers ensure 

that children have acquired this knowledge through activities, repetition, group work, 

observation, and the portfolio of the children. The work of children is kept in a portfolio which 

is handed over to parents before the end of year holidays. However, the portfolio only contains 

worksheets on which children have worked on and there is no record of difficulties encountered 

before the work has been achieved.  

 

Besides the basic academic knowledge that the children seem to must acquire before entering 

primary schools, the skills that they need to acquire prior to joining primary schools are clear 

communication skills, independent toilet skills, autonomous skills, holding crayons or books, 

physical movements, among others. These skills as agreed by both sending and receiving 

teachers are essential for daily functioning in the primary school setting. Through daily 

activities, routines, sending teachers cater for the acquisition of these skills, while receiving 

teachers give children time to show they have these skills. In case children in primary school 

setting show that they lack certain skills, the receiving teachers encourage them to observe their 

peers, or help them directly to learn them.  

 

Sending teachers use activities in the form of play as it is more fun for children to learn. 

Receiving teachers focus more on books unlike worksheets as in preschools. However, when 

school starts, during the first few days, children are given colouring activities to make them 

feel comfortable. In preschools, sending teachers use charts, flash cards, and mobiles while in 

primary schools, few charts are displayed in the classroom to give a feeling of preschool but 

with a primary school touch. According to sending teachers, the more fun the activities, the 

better the children learn, while receiving teachers believe that using these means to teach in the 

first few days of primary schools give a familiar school feeling to children and therefore 

encourage them to adapt to the new setting. 

 

School readiness is a term which is quite aloof from the jargon in ECE in Mauritius. Preschool 

teachers are aware that they have to prepare children from primary schools, however, they did 

not use the term school readiness until the researcher pointed it out. They managed to explain 

the terms in their own words but through domains of development, in line with Fram, Kim, & 

Sinha (2012), Martoccio, Brophy-Herb, & Onaga (2014), Sherry & Draper (2013) Lally (2010), 

and NAEYC (2009). The receiving teacher participants of this study emphasised about building 

relationship with the children in the new educational setting which supports the findings of 
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Limpscomb, Pratt, Schmitt, Pears, & Kim (2013). Sahin et al. (2016) found that a good parents-

teacher relationship can successfully facilitate school readiness.  

 

The finding supports the work of Grazziano et al. (2015) who reported that the student-teacher 

relationship may negatively affect poor executive functions on teacher-rated school readiness. 

They concluded that there is a need to research how to support preschool teachers through 

training and provide them with resources to promote school readiness among children with 

externalised behaviour problems.  The conclusion of Grazziano et al. (2015) therefore supports 

the fact that teachers should be trained and provided with resources to influence their transition 

practices. Bulkeley & Fabian (2006) concluded that children should be ready to learn what they 

are taught. They should also be taught about the learning culture and bring their culture to the 

learning process to foster their self-worth and self-confidence  

 

 

5.3.4 Interpretation and discussion of category IV: Teaching practices 
 

Teaching five-year-old is quite challenging for preschool teachers. They are meant to teach 

what the children need to carry forward in primary schools. While sending teachers focus on 

teaching children how to count, draw, colour, pre-reading, pre-writing, how to socialise, 

knowing oneself, receiving teachers on the other hand have to focus on what has been 

prescribed for them to do. For instance, new entrants in primary schools need to complete the 

Primary School Readiness before learning from books prescribed for Grade 1.  

 

Sending teachers not only focus on academic skills, but also on social skills, socio-emotional 

competencies, life skills, and communication. Different strategies as outlined in the NCF PP 

are used in the sending classroom to teach children. But more specifically, the integrated 

approach is used so that in conducting one activity, the children can acquire skills and 

knowledge in other areas of learning as well. Teachers use demonstration, storytelling, free 

conversation, role-play, and they always supervise the work children are attempting to do. For 

example, use of scissors, use of glue, cutting and pasting. Receiving teachers, on the other 

hand, are more book focused. They know exactly what they need to do as the prescribed books 

are there to guide them in their tasks. There is more reading aloud, explanation follows in 

English, French and Kreol Morisien. Receiving teachers therefore know exactly what they need 

to do with children.  
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The Primary School Readiness Booklets are not done by children alone. Teachers read and give 

instructions in French or Kreol Morisien so as to facilitate the tasks of children need to attempt. 

Sending teachers have a vague idea of what children need to learn. They know that 

academically, personally and socio-emotionally children need to have basic knowledge, skills 

and competencies. Sending teachers do not really know what the children will be taught or 

what goes on in the first few days of entering formal schools. They only focus on preparing 

children to be able to communicate clearly, to learn alphabets and numbers, recognise sight 

words, to draw, colour and paint, to eat properly, to attend to their toilet needs, to socialise with 

others and learn to behave and to engage in pre-writing and writing activities. All sending 

teachers interviewed were quite confident about the way they prepare children for primary 

schools. For each activity that the sending teachers carry out with children, they evaluate each 

child on their performance, or the final outcome of the activity. Sending teachers use mostly 

questioning to know if children have understood what has been taught. Worksheets of each 

child are stored in a file which the teachers called portfolio. In the primary classroom, 

questioning is used to know if learning has taken place. Receiving teachers also look at each 

copybook or books to check if the right answers have been written. There is no formal 

assessment in the first few months of primary schooling. However, receiving teachers carry out 

simple tests only by the end of the school year, in the third term. Children who need more time 

to complete tasks are given some more time to do so, under close supervision of teachers. In 

primary schools however, in order to determine if learning has taken place, receiving teachers 

verify the workbooks of children, put a tick when it is right or correct the mistakes for the 

children.  

 

The sending teachers believe that they prepare children adequately for formal schools through 

the different activities they carry out in preschools for the six areas of learning. Receiving 

teachers believe that they welcome the children and help them adjust accordingly to adapt to 

the new environment.   

 

Sending teachers teach children as per their beliefs of what the latter need to know to move to 

primary schools. Receiving teachers clearly have certain expectations but they need to clarify 

their doubts about what children need to know before they delve into the primary school 

curriculum. Both teachers use their own means to smooth the transition of children as there is 

no guideline to help them in so doing. This statement supports the findings of the research 
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carried out by Brown et al. (2015) on the influence of neoliberalism in ECE. They stated that 

while teachers believe they have the freedom to instruct their pupils in a way that reflects their 

own beliefs about effective practice, their pedagogical choices were constrained by, as well as 

reflected in, the state’s educational policy.  

 

For Little et al. (2016) transition to formal schooling is a critical starting point in a child’s 

educational path, and it can have an impact due to the transition practices used by the schools 

receiving these children. Their study informed on the use of transition practices which focus 

on the activities that schools use as well as readiness assessments. The authors found that the 

use of transition activities of high impact are starting to increase and they should be made 

available to all students. Therefore, both sending and receiving teachers in Mauritius should be 

provided with a readiness assessment as part of the policy, while the ECCEA should be able to 

provide a guideline of transition activities to support teachers at both levels of schools. The 

readiness assessment and the guideline of transition activities will help inform the transition 

practices of teachers in both settings. The conclusion of the study of Little et al. (2016) outlined 

that it is better to understand the practices that facilitate a successful transition to the new school 

environment as it is deemed to have lasting impacts on student outcomes. They suggested that 

further research should be undertaken to provide more nuanced examinations of how the 

transition practices are used, how they vary across teachers within schools, and how they relate 

to proximal and distal student outcomes. Since transition practices prepare children, Louise 

(2018, p.143) in her study on school readiness found that there is an impact on the way 

classroom operates, particularly in the summer term when children are introduced to more 

formal teaching practices to prepare them for Year One. Therefore, with appropriate 

information and guidelines, sending teachers can prepare children for the formal education 

setting. 

 

 

5.3.5 Interpretation and discussion of category V: Continuity in education 

 

In preschool classrooms, sending teachers focus on preparing children to become independent 

and to acquire basic academic knowledge and skills required to learn further. Activities with 

specific objectives through theme-based approach for all the six areas of learning are 

implemented. Engaging in conversation with children as an activity and during activities is one 

way sending teachers ensure that children are able to follow instructions, relate to others, and 
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communicate effectively. They talk about life in primary schools and try to present the primary 

classroom scenario and provide children with a picture. For instance, sending teachers 

mentioned about learning more in primary schools, going to the big schools, many new friends, 

the children will learn from books, they will be along with other big children in the big schools. 

This conversation usually takes place during free conversation time, and sending teachers do it 

by the end of the third trimester. Receiving teachers as well engage in conversation with 

children to know more about them, their likes and dislikes, their views about primary schools, 

the knowledge, skills and competencies that they have already acquired, their other potentials 

like dancing, singing, reciting poems and nursery rhymes. The main topic of conversation on 

the first day of school is on Christmas, and children are encouraged to talk about their 

Christmas presents, holidays, siblings, families, and their preschools. The children are provided 

with plain paper to draw and colour freely. Charts are displayed in the classrooms and receiving 

teachers use them to know what the children already know. Receiving teachers ask children to 

sing and dance for the class and value their potential. Praise is used to encourage the new 

entrants and make them feel comfortable in front of the class. 

 

Whatever is taught in preschools, sending teachers strongly believe that the knowledge that 

children have acquired would be of use in formal schools. The independent skills, making the 

children become autonomous is a major contribution to move to primary schools. Receiving 

teachers share the same views about independent skills. Relating to other children, building 

relationships, using structured sentences to communicate their needs and feelings are also learnt 

in preschools which are considered helpful in primary schools for adjustment purpose.  

 

While sending teachers prepare children to recognise alphabets, numbers, colours, size, weight, 

animals and their sounds, nursery rhymes and poems, receiving teachers find it as foundation 

skills to learn more. Recognising alphabets will enable children to acquire pre-reading skills. 

Sight words are regularly used in preschools to encourage children to read. Alphabet charts, 

number charts and banners are seen in the preschool classrooms to allow children to see and 

identify them anytime. The presence of different learning centres in preschool classrooms are 

accessible to all children during free activity or specific activity. These learning corners or 

centres are meant to give children opportunity to explore on their own, to play on their own or 

alongside other children, and therefore, teachers provide the children with opportunities to 

communicate their needs and feelings, to express themselves, and to ask questions to clear their 

doubts. Sending teachers work with small groups of children, and it is easier to pay attention 
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to each one of them than when in large groups. The seating arrangements to conduct activities 

are very specific in preschools. The teacher faces the children at all times during an activity. 

Even if the teacher moves around, she has a close glimpse of the group she is working with. 

 

Bulkeley & Fabian (2006) mentioned that successful transitions result from planning for 

continuity for socio-emotional and cognitive development. The finding from their recorded 

observations suggested there should be continuity in reception class and Year 1 in terms of 

similar learning environment, styles and teaching and experience children earn. What sending 

and receiving teachers do in their respective school setting is based on their beliefs, perceptions 

and expectations. To ensure continuity, there is a need to work together as a team. Landberg 

(2013) stressed that quality education can provide effective transitions between the preschool 

and primary school through continuity, based on the similarities of the two settings and the 

partnerships between the teachers in both settings. Continuity in the findings refers not only to 

curriculum, but pedagogical continuity. The content taught in preschools and primary schools 

should be aligned to provide continuity and avoid a sudden drastic change. The alignment is a 

way of “bridging the gap” between the two schools. Te Wha¯riki provide guidelines for 

“continuity between early childhood education and school” (Education Review Office Te Tari 

Arotake Matauranga, 2015). 

 

Louise (2018) found that there is a lot of pressure that teachers face when Year One outcomes 

are pushed down into Reception as a way of ‘bridging the gap’ between two curricula. Children 

are left in a state of ‘catch-up’ as they move up through the school when they fail to achieve 

the Good Level of Development of the EYFSP. Eventually, it is not just the content of the 

curricula, but the pedagogies involved in both settings that can promote continuity in education, 

ensuring quality early childhood education. 

 

5.4  Findings 

Based on the above interpretation, the findings of the study are summarised as follows as per 

the research question (RQ) “What should be a framework for transition practices of sending 

and receiving teachers for school readiness of children?”  
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5.4.1  Background of Mauritian education system 
 

The Mauritian education system has been influenced by the colonisation of the island. Even 

though English is the official language, French and Kreol Morisien are widely used in 

classrooms to teach.  Children are exposed to a particular language at home, depending on their 

background. Sending teachers focus on teaching children ways to communicate verbally using 

different languages. In most cases, Kreol Morisien which is the mother tongue of many 

children, is used in teaching while giving instructions and for children to understand better. 

French language which is close to Kreol Morisien is mostly used in schools, while English 

language, despite being the official language is used in books instead of medium of instruction. 

There are specific schools where English language is the only medium of instruction and 

communication. However, it is not possible to stick to one specific language in teaching in any 

other school due to the diversity of learners and their diverse backgrounds. The primary 

education cycle and the NYCBE differs as the competitive CPE has been removed from the 

education system. Yet, the children still need to write the Primary School Achievement 

Certificate to secure a seat in a secondary school, but without the stressful competition. The 

primary education cycle used to comprise of six years of formal schooling starting with 

Standard One. The NYCBE includes three more years in the primary education cycle, starting 

from Grade 1 to Grade 9. Therefore, the first three years of secondary school are now part of 

the primary education cycle. 

 

5.4.2  Reform in primary education policy 
  

The ECCEA does not provide support to teachers in smoothing the transition of children from 

preschools to primary schools as per the both the sending and receiving teachers. Not all 

participants were aware of the SEN Unit of the ECCEA. However, they all agreed that SEN 

Unit can provide feedback and support to children who have special education needs.  

Preschool teachers use the NCF PP regularly to prepare their activity sheets and to set out 

objectives for the activities they plan. Some receiving teachers were unaware of the NCF PP 

and intend to have a look at the document to understand what children do in preschools. The 

NCF PP helps sending teachers prepare children for transition through the performance 

indicators and descriptors set out for each area of learning. These performance indicators and 

descriptors are used to prepare activities and help children achieve basic academic knowledge 

and acquire necessary skills to move to formal schools. 
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Sending teachers are aware of the Developmental Learner Profile but not of the Primary School 

Readiness, while receiving teachers are aware of the Primary School Readiness and not of the 

Developmental Learner Profile. However, sending teachers believe that the Primary School 

Readiness can help them prepare children for transition to formal schools, and receiving 

teachers believe that the Developmental Learner Profile will enable them to know the new 

entrants better. Sending teachers believe that receiving teachers are responsible for the 

transition of children once they reach primary schools, and receiving teachers believe that 

sending teachers are responsible for the transition of the children to the new setting. However, 

it has been noted that both sending and receiving teachers are not told how to prepare children 

undergoing transition from preschools to primary schools. Both the teachers do what they feel 

will enable children to learn in formal schools. To ease the transition of children, sending 

teachers help them acquire the skills required to function independently, to communicate 

fluently using structured sentences and words to express their thoughts and feelings. They also 

teach children the basics of academic knowledge, such as alphabets, numbers, shapes, colours, 

and other concepts that are important for further learning. They use conversations, stories, role-

play and dramatization to prepare children for formal schools. Receiving teachers use 

conversations to build rapport with the children. They use charts and colouring sheets as display 

in the classrooms. They encourage children to show their skills and abilities, for instance, in 

dancing, singing or reciting poems or nursery rhymes.  

 

According to both the sending and receiving teachers, the factors that influence transition of 

children are the adaptation process in the new setting, the perception of the new school and 

new teacher, the other children who are present in their class, the level of independence 

acquired, how well they communicate their needs and feelings and the way they express 

themselves, and, the basic academic knowledge acquired in preschools. Sending teachers teach 

children independent skills, communication skills and basic academic knowledge that would 

help them adjust in the new setting. Receiving teachers engage in conversation with the new 

entrants to make them feel comfortable while expressing themselves, take the children for 

walks around the school, allow them to use their skills on their own and question them to know 

their academic knowledge.  

 

The visit around the school on the first day of formal schooling enables children to know their 

new school environment. Receiving teachers help children adjust to the new routine, that is, 

the break time, the lunch time, seeking permission to go to toilet, to drink water, to talk in class, 
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to answer questions, allow them to interact with their peers to socialise and make friends, 

engage in conversation about their last summer holidays before joining primary schools so as 

to enable each one to talk, give them colouring activities, use storytelling to make the children 

feel the experience of when they were in preschools, and to gain their attention. Receiving 

teachers set questions to know more about the basic academic knowledge of children in order 

to know what they know. The ways children become comfortable with the routine, the 

interaction and the ease with which they communicate, and the responses of children based on 

questions asked by the teachers reveal the adjustment of the children in the formal schools.  

 

Sending teachers only prepare children academically, socially and emotionally to adjust to 

formal schools. They believe that when children achieve the set objectives of the activities 

designed and implemented by the preschool teachers, they are therefore ready to adjust to 

formal schools.  

 

When they feel that they belong to the new school environment, children communicate freely 

with the teachers, peers and other adults, they feel comfortable despite being in a new place 

with new people and new peers. Children adapt easily in settings where they feel comfortable. 

Receiving teachers found that when they take the mother-figure approach towards the new 

entrants they are more likely to make the children feel comfortable. Conversations about 

holidays, previous schools and teachers, songs and dance, are used to make the children feel 

comfortable. Sending teachers praise children when they exhibit successful acceptable 

independent skills. Preschool teachers explain to children that the new school and new teacher 

will enable them to learn more. They give a positive opinion of the forthcoming environment 

and teachers so as children feel reassured about the new setting. 

 

5.4.3  School readiness 
 

In preschools, children are taught the basic academic knowledge through play and activities. 

A lot of emphasis is laid on the acquisition of independent skills and communication. In 

primary schools, receiving teachers put charts and some decorations in the classroom to 

welcome the new entrants, engage in conversation and make the children talk, take the children 

for a guided tour around the school to introduce their new environment where they will be, 

encourage children to show their talents and skills in singing, dancing, colouring and talking, 
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they also tell children stories to observe their listening skills and question them to indirectly 

observe their level of understanding.  

 

If children in preschools are able to exhibit proper independent skills, communicate their needs 

and feelings clearly, recognise alphabets and numbers, colours and shapes and other basic 

concepts such as heavy/light, long/short, big/small, sending teachers believe that they are ready 

for formal schools. Receiving teachers share the same views, however, they also expect 

children to know how to write.  

 

Sending teachers believe that they must teach children to function independently, that is, 

become autonomous and self-regulated. They must also teach children to understand their own 

feelings and express their needs and feelings appropriately. Alphabets, numbers, colouring 

within the lines, basic concepts, listening skills, reasoning skills, simple thinking skills, are 

what sending teachers believe they need to teach children so that they can go through the 

transition from preschools to primary schools easily. These will also enable children to adjust 

in the new setting.  

 

Receiving teachers on the other hand believe that children must already acquire writing skills 

instead of pre-writing skills, pre-reading and reading skills and numeracy skills.  

 

5.4.4 Teaching practices 
 

Preschool leavers are taught the basics of academic knowledge and skills, along with a number 

of independent skills that children need to acquire as they grow. Literacy skills such as 

recognition of alphabets and reading sight words, numeracy skills such as recognising colours, 

shapes, numbers, concept of time of the day and size and weight. Sending teachers also teach 

children writing skills, beginning with pre-writing exercises to enable them to learn to write. 

Colouring activity and other fine motor skills activities are used to teach children to hold a 

pencil or crayon. 

 

In preschools, sending teachers use stories, role-play, dramatization, and demonstration among 

other strategies to teach children. During the first few weeks in primary schools, receiving 

teachers only give instructions to children and are asked to do certain exercise activities. After 

few weeks, books are used. Receiving teachers read the instructions, explain in a language that 
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all children understand and guide children to do the activities. Sending teachers use several 

approaches to teach children in preschools. Integrated approach is widely used, however, other 

approaches such as multicultural approach, inclusive approach, project-based approach and 

partnership with community are gaining grounds in certain preschools. Receiving teachers are 

more direct in teaching. There is no specific pedagogical approach that they use to teach 

children in primary schools. In preschools, teaching is more child-centered, while in primary 

schools it is more teacher centered. Sending teachers offer children opportunity to explore, to 

build their own knowledge and to learn through inquiry, while receiving teachers give more 

instructions that children have to follow, and hence children learn through these instructions.  

 

When children join primary school for the first time, receiving teachers are in the process of 

knowing them, of understanding each child in their classroom, and therefore instructions are 

given to know what children can follow, what they are capable of doing and how well they do 

what they do and to know the depth of their knowledge and understanding. Following which, 

teachers then introduce the Primary School Readiness booklet, which is preceded by formal 

learning from prescribed books designed under the primary curriculum. 

Sending teachers prepare children according to what they think the children need in order to 

move on the ladder of schooling. They do not have a prescribed curriculum to prepare children 

for primary schools. Receiving teachers informally assess children to know what they know 

before starting formal teaching, which is book-based. In primary schools, teachers have a 

prescribed curriculum to follow and related books to teach from. Therefore, receiving teachers 

are aware of what they need to teach children.  

 

In both preschools and first year of primary schools, there is no formal assessment. In order to 

determine if learning has taken place, sending teachers observe children, ask questions about 

the activities conducted, use prepared checklists to record observations and performance of 

each child and a record of the work of children are kept in a portfolio for further reference. In 

the first few weeks of primary schools, the new entrants are observed and questioned. 

Receiving teachers observe children in various ways. For instance, through conversation, 

colouring activities, storytelling, receiving teachers get to know what the children know before 

proceeding to formal teaching.  

 

Both sending and receiving teachers claim that they adequately prepare children for formal 

schooling. Sending teachers believe that what they teach children with regard to academic 
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knowledge and life skills are sufficient for children to adapt in the primary school settings. 

Receiving teachers believe that the way they welcome children is enough to make them feel 

comfortable in the new setting. However, receiving teachers mentioned that knowing about 

each child’s performance in preschools would enable them to teach the children better and 

would save time to teach and complete their syllabus.  

  

5.4.5  Continuity in education 
 

In order to ensure that children move to formal schooling easily, sending teachers help children 

acquire most independent skills to function in their daily life and basic academic knowledge 

and skills to learn further when they reach primary schools. Receiving teachers build 

relationship with the children through conversations and questioning so as to know the new 

entrants and also know what they already know. They give instructions to children to see if 

they can follow and they provide them with worksheets to see what they are capable of doing 

and how well they do. Receiving teachers take the children around the school so they can get 

acquainted to the new environment. 

Sending teachers provide children with the basic knowledge to learn further. After each 

activity, they assess each child informally through checklists, questioning, and they observe 

children and record each of their work in their respective portfolio which is given to parents on 

the last school day before they leave preschool. Receiving teachers provide worksheets for 

colouring to observe the writing skills acquired by the children, use charts to informally assess 

their reading skills, tell stories to know their level of understanding and listening skills, they 

also give instructions to see if the new entrants are able to follow and act accordingly. 

 

For sending teachers, preschool leavers should know the alphabets, numbers, shapes, colours, 

sizes, time of the day, pre-writing and pre-reading skills and they should be autonomous before 

they join primary schools. Receiving teachers consider these concepts as necessary and 

additionally believe that children should already know how to read and write before they join 

primary schools, and they should be able to talk, to communicate their needs and feelings prior 

to joining the new setting. 

 

For both sending and receiving teachers, if children know these concepts they will learn further. 

Preschool teachers believe that primary school teachers can build on the existing to knowledge 
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so that children learn further and receiving teachers believe that these concepts when acquired 

will enable them to move faster and be on time with syllabus completion. 

 

In preschools, children learn through different teaching strategies that the preschool teachers 

deem appropriate for each specific activity, whereas in primary schools, they learn mostly from 

worksheets and books. Sending teachers adopt any particular pedagogical approach for various 

activities, the integrated approach being the most widely used, in Mauritius, the multicultural 

approach is also used regularly depending on the context of the activities that have been 

planned.  

 

Both sending and receiving teachers described the teaching practice in their settings as 

appropriate. However, they do agree that they should both know about how teaching and 

learning take place in each setting so as to prepare children for the transition from informal 

learning environment to a formal one. 
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 5.5  Summary 

 

The interview protocol was prepared using the conceptualisation process. After validation, it 

was used for exhaustive interviews of the participants of the sample population. In qualitative 

research, saturation is the most important factor that determine the sample size (Mason, 2010). 

This study has 18 respondents in all, that is, 16 teachers and two participants at senior level. 

Quotes on interview transcripts have been prepared and open codes have been generated from 

each interview to identify the saturation level. For the development of descriptive and 

explanatory accounts, there has been a systematic analysis guided from explicitly the 

interconnected stages of framework analysis. Initially, 40 categories were identified which 

were refined into 33 broader categories. These categories were brought together to form 

16 initial themes. Finally, through framework analysis, five themes emerged and ultimately 

resulted into the formation of the core concept ‘Transition practices from preschools to primary 

schools’. The interpretation of the data is presented based on each category. The findings of 

the study have been summarised as per the research questions. The discussion on the 

summarised findings is then presented according to the research objective.  
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Chapter 6 

Summary of Findings and Implications of the Study 
 

6.1 Introduction 

 

This chapter provides a summary based on a discussion of the findings of the present research 

with regard to the research problem and objective.  The major contributions of the present study 

and its implications on the education problem as spelt out in the first chapter are presented. 

Suggestions for further research in the field are also provided. The limitations of the current 

study are outlined at the end of this chapter, and a conclusion based on the findings is presented. 

 

The purpose of this study was to provide a holistic understanding of school readiness and Early 

Childhood Education through effective transition practices. In Chapter 1, the education 

problem was presented and justified. Through the literature review on the background of the 

research, the education problem has been rationalised as: “Inadequate school readiness and 

Early Childhood Education is resulting in inefficient transition practices”.  Thematic analysis 

has been presented in Chapters 2 and 3. After a thorough understanding of the education 

reforms in the Mauritian Education Sector and a review of the Education Amendment Bills, 

two themes emerged in Chapter 2, namely, “School readiness” and “National Curriculum 

Frameworks and transition practices”. Chapter 3 presents the literature on transitions in Early 

Childhood Education, focusing on the models of transition practices and theory of transition, 

more specifically, King Beach’s consequential transitions theory. Two more research theme 

emerged in Chapter 3, namely, “Teacher-focused transition model” and “Preparing children 

for primary school”. Relevant studies on existing transition models are included in the chapter. 

Since Mauritius has been a British colony and the Education system is closely related to that 

of the British (Achieving Education for all, 2001), the transition practices and models of the 

United Kingdom were chosen for the present study. In Chapter 4, each identified theme has 

been scrutinised in the structured literature review. The consequential transitions theory has 

been chosen as the underpinning theory and has been discussed through a theoretical 

perspective. Using the “funnel approach” (suggested by Creswell, 1994, adapted and expanded 
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by Miller, 2009), the research gap was consolidated as follows: “A comprehensive study could 

not be found which suggests a mechanism enabling smooth transition of children through the 

practices of sending and receiving teachers”. The theoretical premise gap has been identified 

as follows: “There is a dearth of scholarly literature addressing the approach of restructuring 

transition of children from preschools to primary schools”. In the educational and policy 

implications of this chapter, the thematic research gap has been addressed, while in the 

academic and socio-emotional implications addressed the theoretical premise gap. Both the 

thematic and theoretical premise gap helped the researcher in reaching the research problem 

which was, “To find an approach that can be adopted to enable school readiness in children for 

transition from preschools to primary schools through transition practices”. The research 

problem stated the research question for the study to be “What should be a framework for 

transition of children from preschool to primary school through practices of sending and 

receiving teachers for school readiness?” As De Vaus (2001) pointed out, the research problem 

decides about the research design, the research questions to answer the research problem 

therefore decides about the design. A qualitative research design was used for the study. 

Chapter 5 exclusively deals with the research methodology. Framework analysis based on the 

conceptualisation was chosen over other research strategies and methodologies (Richie & 

Spencer, 1994).  

 

To understand the transition of children moving from preschools to primary schools, the 

inadequate school readiness in Early Childhood Education, through practices of teachers, the 

Early Years Education and Early Years Foundation Stage of the United Kingdom were 

referred. The conceptual lens was developed on the basis of conceptualisation of documents 

dealing with transition from preschools to primary schools of United Kingdom and Mauritius.  

For preparing the conceptual lens, transcripts were developed by considering the following 

documents: 1) Mauritius – Education reforms 2015, Report on Implementation of Education 

reform and 2) United Kingdom – Early Years Foundation Stage, Research reports of the 

Department for Education. Coding was done, followed by categorisation which led to themes 

identification for common core concepts of developing the conceptual lens to base the frame 

for transition practices of both sending and receiving teachers. An initial protocol was framed 

for which the initial coding was refined. Associations between categories were identified which 

led to a conceptual framework for transition practices, in line with the “Theory of Conceptual 
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Development” (Vygotsky, 1986). Thereafter, the interview protocol was developed based on 

the conceptual framework. It was validated and checked for reliability in line with Lincoln and 

Guba (1986). In-depth interviews were conducted up to saturation. The interviews were then 

transcribed and coded. In order to identify themes for the common core concept of developing 

the framework for school readiness through practices of sending and receiving teachers, further 

categorisation was conducted. Data analysis was carried out using the framework approach. 

The findings of the analysed data have been presented in line with the RQ and discussed to 

address the research objective. The summary of the data analysis is concluded as per the 

research problem in the part that follows. 

 

6.2 Summary of findings 

 

The aim of this study was to develop a framework for school readiness through the transition 

practices of sending and receiving teachers for children moving from preschools to primary 

schools. This part of the chapter reviews the discussion on the main findings reached 

throughout this study as per the research problem, “What should be a framework for transition 

of children from preschool to primary school through practices of sending and receiving 

teachers for school readiness”. The following subsections presents the conclusions of the study 

in line with the research problem. 

 

 6.2.1 Teaching quality during the transition from preschool to primary school 
as identified in the present study 

 

6.2.1.1 Teaching quality in preschools 
 

It is important for preschool teachers to not teach in the traditional way (Jonsson, 2011; Thulin, 

2011). Children learn through activities in preschools (Utbildningsdepartementet, 2010; 

Einarsdóttir, 2011; Thulin, 2011). There is no prescribed curriculum or guidelines for preschool 

teachers to know exactly what to teach children or how to teach them in order to prepare them 

for primary schools. The NCFPP offers lists of descriptors and performance indicators for six 

areas of learning. Additionally, there is no evidence of how preschool teachers know that 
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children have acquired the basic concepts, knowledge, skills and attitudes to move to the formal 

school setting. In the Manual of Activities, the document that provides a series of activities that 

preschool teachers can conduct for each theme, it is already mentioned that the themes are not 

prescriptive (Manual of Activities, 2013). The ECCEA does not interfere in what is being 

taught in preschools. The organisation emphasises more on catering for the infrastructure, the 

settings, the teachers and carers. Each preschool in Mauritius is free to devise their own long-

term, medium-term, and short-term plans. The focus is more on having children achieve the 

performance indicators which are the objectives of activities designed and implemented by 

teachers. The quality of teaching in preschools is therefore being overlooked. What should be 

taught to children remain an unanswered question and furthermore, how to teach them. There 

is no evidence about the pedagogical approaches that preschool teachers use although all of the 

participants claim they use the integrated approach. They prepare non-prescriptive activity 

sheets. The ECCEA provided an activity sheet on an A4 paper which consists of a list of 

activities with their respective objectives. However, the form fails to provide all the details that 

would help teachers conduct the activities. The activity sheet, being a form of a lesson plan 

acts as a road map of what students need to learn and how the lesson or activity will be done 

effectively during a specific time (Milkova, 2012). A roadmap is followed to reach an intended 

destination. Similarly, the activity sheet and lesson plans if well detailed and planned, will 

enable teachers to reach the objectives set for the activities. The knowledge, skills, and attitude 

children acquire during preschool years are what they carry forward in primary schools. Lateral 

transition and encompassing transition of consequential transitions theory involve the notion 

of progress. Therefore, progress that children make during preschool years should be more 

likely to help them move to primary schools. But, the findings of the present study reveal that 

primary school teachers need to teach them the basics again before delving into the primary 

school curriculum. This explains the importance of attending preschool and the quality of 

preschool education as supported by the Department of Education of UK in the research brief 

on “How preschool influences children and young people’s attainment and developmental 

outcomes over time (EPPSE 3-16+, 2015).” In the same vein, the research also showed that 

preschools with staff with higher qualifications, and trained teachers interacting with children 

on a daily are determinants of good quality in the preschool settings, including nursery schools 

and classes.  

Consequential transitions not only involve the notion of progress for the learner but are also 

understood as a developmental process, which includes change in identity, knowledge, and 
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skill (Beach, 1999). Preschool teachers set out appropriate aims and objectives for any activity 

through the performance indicators under each area of learning present in the NCFPP. The 

progress of the young learners depends on the quality preschool education that helps their 

development in all domains of development. Therefore, teaching quality should be added to 

the consequential transitions theory. 

 

6.2.1.2  Teaching quality in primary schools 
 

The goal of the Nine-Year Continuous Basic Education (NYCBE) of the Ministry of Education 

and Human Resources, Tertiary Education and Scientific Research (2016) is that all students 

will benefit from nine years of quality education. Quality is therefore a term used to focus on 

both teaching and learning. At lower primary school level, for this present study, the teaching 

quality in primary schools has been a focus of attention.   

 

The findings of this study showed that receiving teachers start the first few days by focusing 

on activities which are like preschool activities, thus taking into account pedagogical 

continuity. These activities tend to bring a connection between what was learnt in the previous 

setting. Lateral transition explains the move from one setting to another, with an element of 

developmental progress. The knowledge that needs to be carried forward for further learning 

to take place relies on the development of the child during preschool. Consequently, children 

moving to primary school must have achieved readiness in the different domains of 

development.  

The data generated in this study reveals that some of the receiving teachers, who were 

participants of the study, are not aware of what and how children learnt in preschools. They 

have a preconceived notion of what the children know when they join primary schools. Hence, 

the tasks that they give children are in line with their expectations rather than the reality. They 

believe that all children joining primary schools have already acquired writing skills, while in 

preschools, children are taught pre-writing skills. Some children might have achieved writing 

readiness before joining primary schools. Reading readiness is not achieved by all children, but 

pre-reading skills might have been acquired by some. Similarly, some children might have 

learnt the numbers, they can recognise the numbers but are still not confident about same. The 

demands of primary schools differ from that of preschools as children encounter a more 
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organised and formal phase of learning through new activities involving reading and writing, 

new rules to follow and they have to behave in specific ways (Margetts & Phatudi, 2011). 

 

Being independent is one of the qualities that receiving teachers require from new entrants. All 

the participants of this study have brought forward that children need to function independently 

at the time of joining primary schools. They have related their experiences with new learners 

where some still need help to unscrew a bottle cap or open their lunch boxes, or even to go to 

toilet.  

 

Communication is essential to build and maintain relationships in daily and professional life 

(Kavrayıcı, 2020). Teachers need to build relationship with their students and thus, 

communication is a skill which is at the core of the teaching profession (Duţa, 2015). One study 

showed that children become confident and positive when they get the attention, help and 

support of their teachers (Liberante, 2012). The author even explained that students are given 

opportunities for higher order thinking and substantive communication in a Quality Learning 

Environment.  

 

Teaching and learning in the primary classroom consist of longer period for each subject, use 

of books as well as paper and pencil tasks. In the preschool classroom, the duration of an 

activity lasts between 20 to 30 minutes. Worksheets are used and very less writing and reading 

tasks are given. In the primary classrooms, children are required to express themselves using 

structured sentences and manage independently, while in the preschool classrooms, children 

are still being encouraged to use structured sentences and they always get help from their 

teachers or carers present. Therefore, the move from one setting to another has some demands 

on the ones undergoing the transition. Both sending and receiving teachers need to collaborate 

for a smooth transition of children moving from the preschools to primary schools. The 

collaboration will in turn contribute to the school readiness of children undergoing the 

transition from preschool to primary schools. Hence, the collaboration between the sending 

and receiving teachers is key to the transition practices of teachers. Consequential transition 

theory failed to inform the contribution of collaboration between the two settings as a factor 

that will facilitate transition. Despite talking about developmental changes that need to take 
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place in the subjects who will undergo the transition, the theory does not mention about those 

who help the subjects to undergo the phase.  

 

The present study has shown that receiving teachers have a set of beliefs or expectations. The 

consequential transition theory implies that when subjects move from one setting to another 

whereby the subjects adapt to the new setting based on certain skills and knowledge acquired 

from the previous one. To acquire those skills and knowledge, the subjects are prepared in the 

previous setting to move to the next level. Based on the theory of consequential transitions the 

findings show that the preparedness of the subjects, that is, the readiness of the subjects to 

undergo the transition phase require investigating the practices of the facilitators or teachers in 

both settings. In other words, the readiness of children depends on the practices of both sending 

and receiving teachers. It has been reported that when students behave well, consistently have 

things to do and are highly engaged in learning tasks, the classroom functions at its best and 

are most productive (Pianta et al., 2009). Furthermore, the authors pointed out the importance 

of socio-emotional support that schools can provide to enable children to overcome the 

challenges of starting school.  

 

6.2.2 The socio-emotional development of children during the transition from 
preschool to primary school as identified in the study 

 

Positive social and emotional development has been recognised by child development 

specialists as being crucial for the welfare of children (Darling-Churchill & Lippman, 2016; 

Isakson, Higgins, Davidson, & Cooper, 2009). During the transition from preschool to primary 

schools, the socio-emotional development of children has gained more importance as it 

supports the adaptation and adjustment in the new setting. Hence, preparing children 

emotionally for their future by giving them the opportunity to make their own resources will 

enable them to adapt to their environment easily (Stoica & Roco, 2013). An association has 

been found among later life outcomes, particularly, reduced problem behaviours in adolescence 

such as smoking, teen pregnancy, high school drop-out, and better health with early socio-

emotional skills during preschool years. (Moffit et al., 2013; Raver, 2002; Tremblay et al., 

2004; Trentacosta & Izard, 2007). It was found that it is essential to foster social-emotional 

skills in mostly young children who are considered at risk for poverty-related adversity as the 
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latter shows early social-emotional deficits with regard to classroom difficulties (Blair & 

Raver, 2012) Gilliam, 2008; Qi & Kaiser, 2003;. That is why, the goals of many preschool 

programs is to provide high-quality early experiences so as to promote positive social-

emotional development (Roberts et al., 2016). Sending teachers who were also participants of 

the present study explained that they foster the personal and social-emotional development of 

children through the Personal, Social, Emotional Development area of learning (PSED). The 

integrated approach is used to design and implement activities which caters for the holistic 

development of preschool children. Prior to transitioning to primary schools, teachers expect 

that children have achieved most of the performance indicators of the PSED area of learning. 

This implies that preschoolers learn to socialise with their peers and other adults in the 

preschool environment, know about their own self, their family and their own identity. They 

learn to also develop an understanding of their feelings and how to express themselves 

accordingly. Participants of this study who were receiving teachers, reported that new entrants 

usually have difficulty to communicate their feelings, build relationship with new classmates 

and adults in the primary school settings. Findings from a study in Sudan showed that 

emotional state of preschoolers influence their communication with peers, which supports the 

fact that peer-to-peer interaction and situational communication can foster the emotional 

development of preschool-age children (Scrimgeour, Davis, & Buss, 2016). The study also 

revealed that understanding one’s emotions and feelings positively relates to social competence 

(Alwaely, Yousif, & Mikhaylov, 2020, p. 8).  

 

The consequential transition theory does not mention about the socio-emotional requirements 

of transitioning to the next level. Findings of the present study has revealed a smooth transition 

from preschool to primary school is influenced by the socio-emotional development of 

children.  Along similar line, studies revealed several important socio-emotional skills that can 

support children’s success in school, some of which are self-regulation, social awareness, 

responsible decision making and relationships (Denham et al., 2011). The authors reported that 

success in preschool and primary school years depends largely on a child’s ability to regulate 

and handle their emotions and awareness of other people’s feelings. That is, improved social 

behaviour of children and their ability to understand the feelings and emotions of others have 

implications for early school success. Cooperating, listening, seeking help and expressing 

appreciation are some relationship skills that are learnt during preschool years which also 

predict achievement in first grade. Consequently, it was concluded that fostering the personal 
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and social development of young children should be a fundamental focus of educational 

institutions (Durlak & Weissberg, 2011).  

 

  6.2.3 Bringing new knowledge to the field: Proposed new framework 
model for transition practices of sending and receiving teachers 
 

The present study brings in new knowledge to the field by showcasing a framework based on 

the interpretation of data that has been collected through interviews of both sending and 

receiving teachers and cadres in the field of preschool and primary schools. By adapting the 

qualitative data analysis of Smith and Firth (2011) for developing the framework, interviews 

of the respondents were analysed till exhaustion. The findings and interpretations are then 

discussed in the light of relevant studies leading to the introduction of the proposed framework 

which shows the practices of sending and receiving teachers which cater for a smooth transition 

of children during the shift from one setting to another. These are introduced in the proposed 

framework as follows: 

1) Sending teachers preparing children for transition: What do sending teachers do to 

prepare children for primary school has a major impact on the transition of children? 

Why do they prepare children the way they do? 

2) Receiving teachers’ practices helping children adjust in the new formal schools: What 

do receiving teachers do to help children adjust in primary schools? Why do they do 

what they do? 

In view of the above and as per discussion on the findings, the present study suggests the 

following steps to pedagogical continuity and teacher-focused transition practices, as follows: 

 

 

6.2.3.1  Step 1: National Curriculum Framework 
 

The National Curriculum Framework acts as a guideline to enable teachers to teach children. 

The document provides the different pedagogical approaches, teaching strategies and 

developmentally appropriate practices that preschool teachers can use to teach young children. 
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The proposed model calls for a review of the NCFPP and National Curriculum Framework 

Primary which will highlight the ways sending and receiving teachers can cater for smooth 

transition of children.  

 

As mentioned by the participants of this study, the NCFPP help preschool teachers prepare 

children to acquire the knowledge, skills and attitudes to move to primary schools for further 

learning. The descriptors for each area of learning represent the aims of activities they design 

to implement in the preschool classrooms.  

 

Receiving teacher participants claim that the National Curriculum Framework Primary does 

not provide transition practices that can help them support children when they move to primary 

schools for the first time. The participants also mentioned about the Primary School Readiness 

booklet which they help children complete during the first six weeks when they join the primary 

school settings.  

   6.2.3.1.2 National Curriculum Framework Pre-Primary 
 

Both the descriptors and performance indicators need to be reviewed to enable preschool 

teachers to prepare children for formal schools. They mentioned that examples of strategies to 

be used based on the right approach can be provided to enable sending teachers to be transition 

focused.  

   6.2.3.1.3 National Curriculum Framework Primary 
 

Primary school teachers suggested that they be provided with more precise information about 

what new entrants in primary schools know and how to teach them thereon. They indirectly 

pointed out that continuity from preschool to primary school curriculum may enable receiving 

teachers build on the prior knowledge for further learning to take place. The National 

Curriculum Framework Primary therefore should provide guidelines on how to achieve specific 

goals while helping the new young learners adapt and adjust during the transition process. 

Additionally, the expectations of the primary school teachers can be supported in the NCF 

Primary through a checklist or developmental chart that will provide receiving teachers with a 

starting point. 
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6.2.4 Step 2: Early Childhood Education Care Authority Act 
 

The ECCEA Act can help the transition process of young children by focusing more on the 

ways they can enable preschool teachers to prepare children for transition. Stakeholders must 

ensure that pre-schoolers visit a primary setting and get to know how the environment looks 

like in the ‘Big school’ before moving. The ECCEA can cater for such school visits with the 

preschool teachers and also enable primary school teachers to visit preschool classrooms to 

learn about how teachers teach, what they teach, how they assess children and evaluate their 

work.  

 

6.2.5 Step 3: Quality education 
 

For significant quality education in early years, teachers must be able to implement 

developmentally appropriate curriculum and they should also be well-trained, committed, 

consistent, responsive, affectionate and engage in appropriate adult-child interactions (Sylva et 

al., 2004, 2014).   The present study has found that both sending and receiving teachers must 

foster the cognitive and socio-emotional development of children as part of transition practices. 

Receiving teacher should, however, know what children already know and build on that 

existing knowledge for further learning to smooth the transition of children during that period. 

Sending teachers must equip preschool leavers with the knowledge, skills and competencies, 

and right attitude to join primary schools. The transition can be smoothed if preschool teachers 

are aware of what is expected of children in primary schools. At the same time, when sending 

teachers know how to prepare children for the new school settings, receiving teachers know 

how to work with them when they are in the new setting. Sending teachers should therefore 

know what children need to know when they join primary schools and receiving teachers must 

ensure that children know what they are expected to know based on what they shared with the 

sending teachers. In this way, there will be quality in education provided by preschools and 

hence, expectations of receiving teachers will be met.  
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6.2.6 Step 4: School readiness 
 

School readiness of children needs to be worked on by both preschool and primary school 

teachers. Firstly, the needs of the child should be the origin of school readiness. Each individual 

who deals with school readiness view it differently (Wasik et al., 2011). There need to be a 

guideline to enable sending teachers to get children ready for primary schools. Likewise, in the 

first few days in Grade I, receiving teachers must ensure that children are ready for school. The 

guideline for preschool teachers will not only consist of academic knowledge, skills and 

competencies, but it will also ensure that children have the required independent skills to be 

autonomous in primary schools. All other non-academic skills, knowledge, and competencies 

must have been achieved by the end of preschool years and at the beginning of formal school. 

Receiving teachers can indirectly and informally assess the children through activities similar 

in preschools to know how ready children are. In other words, the Primary School Readiness 

should be designed in line with the transit document of the Developmental Learner Profile to 

determine the stand of the new entrants. 

 

6.2.7 Step 5: Proposed new transition practices model – teacher-focused 

transition practices 
 

The present study has brought about a teacher-focused transition practices model which can be 

used to empower children to make the transition from the informal setting to the formal setting 

effectively and most importantly, smoothly. The model emphasises on the work of teachers in 

both settings. There need to be more communication between sending and receiving teachers. 

As reported by the participants of the study, they conveyed the need to know what goes on in 

each setting and what teachers in each setting demands from children. There is a need for 

transparency in both school settings. The objectives of the activities conducted, the 

achievements of each preschool leaver in all aspects of development and in all areas of learning 

should be linked to the primary curriculum. Parts of the National Curriculum Framework 

Primary should be started in the last months of preschools. Each trimester sending teachers 

must write a report of what has been achieved by the preschool leavers and meet with receiving 

teachers to discuss. After the last trimester, at the beginning of summer holidays there must be 

a meeting between the sending and receiving teachers to report the strengths and weaknesses 
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of each child who is moving to Grade I. Each child knows which school they will be attending 

and thus, the receiving teachers must meet the respective teachers within a period to discuss 

the developmental progress of each child. Besides, the transit document of the Developmental 

Learner Profile should be used at this time to inform receiving teachers of what they can expect 

from the new learners. This also implies that sending teachers must fill in the transit document 

accurately. It is also important for receiving teachers to be fully aware of the approaches used 

to teach children, the strategies that have been used, and the evaluation process. 

 

6.2.8 Step 6: Continuity from preschool to primary school 
 

As children join the foundation stage, transition practices that involve learning through play 

will smooth the transition to reception stage (Grauberg, 2014). To smooth the transition of 

children from preschools to primary schools, communication between sending and receiving 

teachers is highly effective. The communication is not only about discussing about the 

strengths and weaknesses of children but knowing about teaching and learning in both school 

settings. This study has shown that both teachers need to be informed learning in both settings, 

that is, how children learn and what they learn, so as to prepare children for school readiness. 

For learners to achieve school readiness, there need to be a continuity from preschool settings 

to primary schools which will determine the level of readiness of children. While sharing 

information of what has been done in the last trimester and how it has been done, sending 

teachers provide receiving teachers with the knowledge of what they can do from there. 

Receiving teachers can then prepare the first few weeks of formal schooling while connecting 

with what has been taught in preschools. It also involves using similar teaching strategies and 

pedagogical approaches, which they will gradually modify to those specific teaching strategies 

and pedagogical approaches that are used in primary schools. The link in the curriculum must 

always be visibly present. Information must be shared between the two settings to support 

connections for children and the two sectors with regard to continuity through a template. 

Hence the need for curriculum continuity and pedagogical continuity in the practices of both 

sending and receiving teachers.  

6.3 Transfer scheme 
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The researcher has found that in order to smooth transition of children moving from preschools 

to primary schools, the practices of sending and receiving teachers need to be reviewed in 

Mauritius. The ECCEA leads the preschool sector while the Ministry of Education and Human 

Resources, Scientific Research and Tertiary Education is responsible for primary schooling. A 

series of measures should be taken at both levels to educate young children. Since the study 

focuses on the practices of sending and receiving teachers, measures to be taken are based on 

what needs to be done by both groups of teachers for the welfare of young children. 

 

Both sending and receiving teachers should work in collaboration with each other especially in 

the last trimester and at the beginning of the year, to understand the teaching and learning 

process in each setting. As concluded in one study, a meaningful collaboration between the 

teachers from both settings can support the transition of children but there is a need to research 

how to successfully implement teachers’ collaboration to achieve best educational outcomes in 

children (Skouteris et al., 2012). Through the findings of this study, the researcher has designed 

a transfer scheme that can enable teacher collaboration for the successful transition of children 

moving from preschools to primary schools.  

 

The collaboration process may begin with an awareness of preschool teaching and learning 

processes for receiving teachers. Thus, primary school teachers working with new entrants the 

next year should be aware of what the children learn and how they learn. Receiving teachers 

should spend some time in the preschool settings to observe both sending teachers and children 

to gain an insight into how the children are being prepared for formal schooling. Both teachers 

must share their understanding, point of view and must find time to discuss about what should 

be done next and come to terms with the curriculum. Working towards curriculum continuity 

is quite difficult to carry out. Yet, in Australia, a study found that teachers struggled to work 

on curriculum continuity on their own due to a lack of detailed knowledge of both curriculum 

documents (Davies, 2018, p. 435-436). The author also mentioned that policy that provides 

access to both curriculum provides time for exploration and reflection and encourages teachers 

to collaborate through professional capacity building while acknowledging the professional 

competence and responsibilities of both sending and receiving teachers. Curriculum continuity 

during the phase of transition and providing appropriate learning on entry, can be encouraged 
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through visits in both settings by sending and receiving teachers as they observe the practices 

(Fabian, 2013). 

 

Curriculum has been defined by several authors. Dewey (1902) defined curriculum as a 

continuous reconstruction, moving from the child’s present experience out into that represented 

by the organised bodies of truth that we call studies… the various studies…. are themselves 

experience (p. 11-12). Curriculum has been explained as students interacting with instructional 

content, materials, resources in a planned way, and the ways to evaluate the achievement of the 

objectives of lessons set (Indiana Department of Education, 2010).  Curriculum can also be 

prescriptive, descriptive or both. Prescriptive curriculum means what “ought” to happen, and 

which deliberately turns into a plan, a program which is intended or a sort of an expert opinion 

about what should happen during the study (Ellis, 2004, p. 4). Descriptive curriculum refers to 

how things are in the real classrooms, or experience. While Caswell & Campbell (1935) 

defined descriptive curriculum the experiences children have under the teachers’ guidance, 

lately, Silva (2009) explained it in terms of what students can do with knowledge acquired 

rather than what unit of knowledge they have. This is the essence of the 21st century skills. 

These definitions provide evidence of why the curriculum is to be given due consideration in 

preparing children for transition, not just from preschool to primary school but at any phase of 

educational transition.  

 

As the findings of the study showed, receiving teachers are bounded by a prescriptive 

curriculum while preschools have a more descriptive one. The difference in the curriculum can 

be said to influence the practices of teachers in both settings. Therefore, to smooth the transition 

of young children from preschools to primary schools, sending and receiving teachers need to 

understand how to modify their practices in the classroom. Although sending teachers prepare 

preschoolers for primary schools, they are eventually unsure of how to prepare the children 

better. Activities are designed and implemented for each area of learning for different themes 

as planned at the beginning of the year. Through these designed activities, sending teachers 

cater for the overall development of children. The fact that most preschools in the island of 

Mauritius are poorly resourced, teachers must prepare their own teaching aids and, since most 

sending teachers are not highly qualified Early Childhood Education professionals, this give 

rise to questions such as:  
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• Are the objectives of the planned activities being met?  

Although preschool teachers designed and implement activities as per a planning, the question 

remains whether the objectives set for each activity are met. Preschool teachers in both settings 

shall investigate whether those objectives are met. There is a need to ensure that each child 

undergoing the transition phase successfully achieve the objectives of the activities. 

• Is there any form of benchmarking that can assess the efficiency of preschool 

education? 

At present, there is no benchmark to assess the efficiency of preschool education. This can be 

established when sending teachers and receiving teachers indulge in curriculum and 

pedagogical continuity discussion, in the prior-to-school entry as proposed by this study. 

• Are the sending teachers qualified enough to understand the curriculum and pedagogy 

of primary schools? 

As discussed in Chapter 2, the qualification of preschool teachers was once a subject of debate 

which led the Government of Mauritius to have the Mauritius Institute of Education to engage 

in the professionalisation of early childhood sector through its training programmes for all 

stakeholders. Qualifications and ongoing support are intrinsic to the quality of early years 

provision, informing delivery of holistic care, education, and social development particularly 

when held by those leading practice (Nutbrown, 2012). Primary school teachers on the other 

hand are trained teachers holding a Teacher’s Diploma in Primary, a teacher training 

programme developed at the MIE. However, the programme does not cater for knowledge of 

early childhood education. The training programmes do not provide any support for transition 

of children from preschools to primary schools. Trainees only learn about their respective 

settings. Thus, to enable teachers to understand the curriculum and pedagogy in both settings, 

training programmes should include the practices that take place in both settings. For instance, 

preschool teachers may learn about how to prepare children for primary schools and how to 

cater for school readiness, while primary school teachers should be made aware of the teaching 

and learning process in preschools to modify their practices to support children during their 

transition to the new school setting.  

 

While the study found that both sending and receiving teachers focus on preparing children to 

move to the new educational setting, the question of how to prepare children has been answered 
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by the participants. They stated that they need to know what children need to know during the 

transition process. Preschool teachers may benefit from knowing what children need to know 

and do when they reach Grade 1 classroom. Grade 1 teachers claim that they may benefit from 

knowing how and what the children are taught in preschools. Receiving teacher participants 

stated that knowledge of teaching and learning in preschools may enable them to adapt teaching 

and learning process with the new entrants in the primary school classroom. In other words, 

Grade 1 teachers would like to prepare themselves to teach young children based on their 

previous knowledge and skills acquired in preschools. However, it must be pointed out that the 

primary school classrooms cannot mirror the preschool classroom or vice versa, but continuity 

may take place while the shift from one setting to another is supported through a shared 

understanding between both sending and receiving teachers. In some countries, the teachers in 

both settings have similar if not same qualifications, which makes it easy for them to 

understand each other and devise strategies to support children during transition from one 

educational setting to another (Mackenzie, 2014). 

According to the findings of the study, the transfer scheme may add to support a strong school 

beginning, which can positively influence children and their endeavours later into adulthood 

(Brooker, 2008). Later demands of primary schools need to be taken into consideration as it 

used to be very competitive and challenging with the CPE. The early preparation of children 

must be for a lifetime of learning, not simply the first day of school (Whitbread & Bingham, 

2012). The transition practices of teachers in both settings may contribute to the smooth 

transition of children moving from preschools to primary schools so as to prepare children for 

further learning With the recent educational reform, the NYCBE, the Primary School 

Achievement Certificate (PSAC) replaces the CPE, with a view to eliminate the stressful 

competition and assess learners holistically through a school-based assessment component 

using a modular approach (NYCBE, 2016). In the same document, the strategic goal of the 

reform states that “All learners leaving the pre-primary sector are ready for a sound primary 

school experience”, with a target that by 2030 “All children meet primary school readiness 

requirements at start of Grade I” (NYCBE, 2016, p. 43). This strategic goal has been recently 

introduced with the new reform in Mauritius and is in line with the findings of this study. That 

is, teachers need to prepare children for school readiness to undergo the transition from 

preschools to primary schools. Evidence from research mentioned that early years must be 

recognised as laying the foundations required, determining how strong all future learning can 

be (Sylva et al., 2014; Peckham, 2017).  



 

162 
 

 

Hence, to enable sending and receiving teachers to modify their practices, through findings of 

the present study, an observation form has been developed, in view to guide receiving teachers 

on what to observe that provide them with necessary information to understand the practices 

in preschool settings. Table 6.1 in Appendix XVII shows the observation form the researcher 

has constructed for receiving teachers to use during observation in the preschool setting. 

Each item on the form has its significance which are elaborated as follows:  

Item 1: Content of the yearly plan 

 

Planning of teachers needs to be personalised to meet the learning needs of students, as per the 

Australian Council for Educational Research, (ACER, 2016). As observed by the researcher, 

preschools prepare a yearly plan that guides the teaching and learning process. It is basically 

sets of themes that are scattered over the three trimesters. Through these themes, preschool 

teachers prepare medium-term plans that in turn include a series of activities to be designed 

and implemented for each trimester. The content of the yearly plan may be helpful to receiving 

teachers as it will inform about what is being taught and the knowledge that children are 

acquiring. For instance, “All about me” is a theme that appears in the Manual of Activities 

(2013). Receiving teachers will understand that preschool leavers have learnt about themselves. 

Since in preschools teachers use worksheets, activities and play to teach, the themes present in 

the yearly plan will provide an insight on the knowledge that children acquired in the setting 

through the themes. The consequential transition theory does not mention about being aware 

of how experiences are gained. It only mentions about the experiences that the learner takes 

along during and for the transfer. The content of the yearly plan may enable receiving teachers 

understand how sending teachers prepare children to acquire the knowledge, skills, and 

competencies to move to primary school.  

 

Item 2: Teaching strategies used by sending teacher 

 

Teaching in preschools as observed by the researcher is mostly through play, interactions, and 

interactions. Preschool leavers learn through concepts which are taught by various teaching 
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strategies which are considered informal. The teaching strategies that are mostly used in 

preschools in Mauritius are role-play, circle time, storytelling, free drawing, and games. 

Preschool teachers use various informal teaching strategies to arouse the interests of learners 

in the classroom. Receiving teachers need to understand how the informal teaching strategies 

are being used before implementing their own strategies. Teaching strategies have been a 

debate for a long time, and it has been agreed that they contribute to achievement of children 

and enable teachers to sustain the achievement (Klein & Knitzer, 2006). Through responses of 

the teacher participants, the researcher recorded that receiving teachers may adopt certain 

teaching strategies used in preschools to help children feel comfortable in the new setting.  

 

Item 3: Designed activities and their implementation 

 

Using the medium-term plans, short terms plans are designed and consist of a series of activities 

that can be carried out depending on the needs of the learners in the classroom. “When teachers 

teach with a full awareness of what they are doing, better learning is the result” (Heidemann et 

al., 2019, p. 2). The designed activities are drafted on an activity sheet which is like lesson 

plans. They act as a guide to the implementation of the activity. Preschool teachers introduce 

the activity by gaining the attention of children and arousing their curiosity with materials 

displayed or conversation starter on the activity they are about to do. The teaching is informal, 

yet children learn the concepts easily. Receiving teachers may use the same techniques initially 

to help the new learners recall information they have stored during preschool years. 

Item 4: Teacher – Child relationship 

 

Relationships play a major role in the transition experience as children navigate new 

relationships and identities (Fincham et al., 2015). As observed by the researcher, teacher-child 

relationship differs in both settings. Preschool classrooms are more socially oriented while 

primary school classroom the relationship revolves around classroom rules and teaching 

context (Kallberg, 2018; Kerimoğlu, 2014). It is therefore essential for receiving teachers to 

observe how children communicate and the interaction with the preschool teachers so they can 

devise ways to build relationship with the new entrants in primary schools. Evidence from 

previous studies on the smooth transition of children to primary schools suggest the 
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contribution of communication and relationship between teachers and children, including 

parents (Sakellariou & Sivropoulou, 2010; Besi & Sakellariou, 2019). Other studies on school 

readiness have found that positive relationship building in early years is related to long-term 

adjustment and early academic achievement (Blair & Raver, 2014).  

 

Item 5: Breaks and lunch  

 

Breaks and lunch form part of routine at school. There is no evidence of research on the 

importance of breaks and lunch time in preschools. However, for the transfer scheme, the 

researcher considered observing breaks and lunch time in preschools as crucial. Following the 

observation carried out in the field, the researcher noted that children line-up to wash hands 

and get help from adults in the preschool classrooms during breaks and lunchtime. The 

receiving teacher participants of the present study stressed out that ‘the children always need 

help. Either to open a bottle, or their lunch box. They even ask me to accompany them to the 

toilet. But I can’t. This is not my job. The children have to be independent to come to primary 

school’. While observing breaks and lunch time, receiving teachers may learn about how much 

help children get from adults in the preschool settings. In my opinion, if receiving teachers 

observe that adults help preschool leavers in the preschools, they can discuss how to promote 

self-independence in children at the preschool level before they reach primary schools. 

 

Item 6: Seating arrangement 

 

Four decades ago, Robert Sommer, an environmental psychologist mentioned that the 

educational philosophy of a teacher can be noticed in the way the latter design the layout of the 

classroom and there is no ideal layout for all activities (Sommer, 1977).  Two decades later, a 

research suggested that semicircle seating arrangement increases participation of student 

(Marx, Fuhrer, & Hartig, 1999). After this suggestion was further studied, it was found that 

student learning can be benefitted from active participation of students  (Fernandes, Huang, & 

Rinaldo, 2011). Seating arrangements in preschools is made according to developmentally 

appropriate practices, through age-appropriateness. Children are seated in small groups in 
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circle or square, depending on the tables available, as per their age group. The tables are placed 

in such a way that the preschool teachers and carers can move around freely to supervise the 

work of children. In some preschools, one classroom accommodates a small group of around 

10 children and the space available around is big. While in other schools, there may be around 

25 children in one classroom, seated in group of five, reducing the space available to walk 

freely. When the preschool teachers conduct activities, they sit at the table assigned to the group 

and implement activities accordingly. For each age group, the teacher pays attention to the level 

of difficulty and individual appropriateness. For each activity conducted in preschools, the 

children are supervised. Based on the seating arrangement, the preschool teachers either sits 

with children around them if there is a U-shaped table, or they walk around when the children 

are seated in other ways. In primary schools, new entrants are usually seated in pairs in auto-

bus arrangement. In some schools, they are seated in circles. Seating arrangements enable 

children to build relationship with their peers. Usually, teachers in primary schools decide who 

sits where and gradually it has been observed by the researcher that they tend to change the 

seats of children to reduce interaction and disturbance in class. There is evidence of that 

classroom layout is important for the social development of children as well as their academic 

achievement (Gremmen et al., 2016). The authors also noted that teacher trainings do not cater 

for seating arrangement under classroom management. On this account, receiving teachers may 

decide themselves on how to plan their classroom layout prior to the entrance of children in 

primary schools. 

 

 

Item 7: Free play 

 

Research undertaken internationally advocated interactive, play-based learning as the most 

appropriate for children in both preschools and primary schools (Bertram & Pascale, 2002; 

Diamond et al., 2007; Zigler et al., 2004; 2009; Hirsh-Pasek et al., 2009; Lundgren, 2009; Perry 

et al., 2012; Rose & Rogers, 2012; Baker, 2014; Pyle & Bigelow, 2015). There is evidence that 

a shift towards play-based approach in primary schools may help in the transition process from 

preschools to formal schools. Free play is very common in preschool settings and it enables 

children to do things they like. As observed by the researcher during data collection process, 

Grade I teachers use non-play teaching only in the first week of school entry. Receiving teacher 
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participants emphasised that they try to be as informal as they can to make children feel 

comfortable in their new classroom. However, they also admitted that they use certain play 

strategies randomly and uncertainly, as they assume these are how children learn in preschools. 

The play activities in primary school classrooms are adult-led and not child-initiated. Hence, 

children have to play as per the instructions of the teacher. During free play, children learn 

indirectly on their own, through their own experiences. For Dewey there is an agreement 

between free play and formal teaching. He also stated that children should engage in play 

activities which are more realistic, in practice at home, as the curriculum of Montessori works 

(Cooper et al., 2010). Sending teachers allow children for free play in the different learning 

corners in the classroom. They join in the activities and question the children as informally as 

all other activities that are carried out in the preschool setting. According to Dewey (1963), 

teachers must plan their day in such as way that it includes flexibility that provides children 

time for free play and the planning must be strict enough to direct towards continuous 

development of power (p.25). Through observation of free play activities, receiving teachers 

may understand how to make new entrants in primary school settings feel comfortable. 

Observation has allowed the researcher to conclude the importance of free play in the preschool 

settings and how receiving teachers can use free play to acquaint themselves with children as 

they observe their behaviour, help them socialise with peers, know about their likes and dislikes 

and they manage situations independently. Studies examining teacher-child conversations and 

interactions during free play and book reading showed that children acquired language 

production and comprehension through conversations during free play time (Dickinson, 2011; 

Dickinson & Tabors, 2001). 

Item 8: Language development skills 

 

As outlined in the literature review of the present study, the Mauritian child is acquainted to 

several languages at home and at school. “Language is inseparable from schooling. It is not 

only one of the types of skills necessary for socio-professional integration that only the school 

can develop (reading and writing to limit ourselves to generic skills) but also it instrumentalises 

the major operations which mark the whole of school life. : social integration of children in an 

environment whose values are different from those of the family environment, development of 

intelligence, structuring of skills and know-how targeted by the curriculum, expression of 

acquired knowledge, etc.” (Tirvassen, 2015, p.2). 
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« Le langage est indissociable de la scolarisation. Il constitue non seulement un des types de 

compétences nécessaires à l’intégration socioprofessionnelle que seule l’école peut developer 

(lire et écrire pour nous limiter à des compétences génériques) mais aussi il instrumentalise les 

opérations majeures qui marquent l’ensemble de la vie scolaire : intégration sociale des enfants 

dans un milieu dont les valeurs sont différentes de celles de l’environnement familial, 

développement de l’intelligence, structuration des compétences et des savoir-faire ciblés par le 

curriculum, expression des connaissances acquises, etc » (Tirvassen, 2015, p. 12). The extract 

which explains how language is associated with schooling, also points out that it constitutes of 

not only pre-reading and pre-writing skills but also socialisation of children in an out-of-home 

context, and the necessary skills and competencies that children should acquire based on the 

curriculum, prior knowledge acquired and so on.  

 

As a matter of fact, the researcher observed that children in preschools read sight words and 

single words rather than texts. Children can spell words and it has been observed that they by-

heart stories. In primary school classrooms, the teachers expect children to read texts or 

instructions in booklet. The receiving teachers reported that they are shocked that children do 

not know how to read simple instructions or even the books they need to use. For instance, one 

participant said that children recognise books by their colours instead of what is written on 

them. They also write through tracing and copying. There are children who even look at the 

alphabet chart to reproduce letters of words they must write, even for their names. In primary 

schools on the contrary, teachers expect children to write their names on their own. As per the 

findings of the present study reveal, receiving teachers expect children to know how to write, 

read, and express themselves, while sending teachers foster pre-writing and pre-reading skills.  

 

As seen during observation, when the preschool teachers read stories, children recite the text 

of the story being read. The children have no clue of specific words that they say. This is enough 

evidence to show that in preschools, children do not learn how to read texts. It is also essential 

for receiving teachers to observe the language used as medium of instruction in preschools. 

They may later discuss with sending teachers about medium of instruction. 

 

Item 9: Communication skills – verbal and non-verbal 
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Receiving teachers need to know how sending teachers foster the language development of 

children in the preschool settings. Observing the various ways preschool teachers implement 

activities for children to acquire language skills, receiving teachers may understand better what 

awaits their communication with the new entrants when they join the primary school 

classroom. However, children need to know how to express themselves clearly. Through the 

Communication Language and Literacy (CLL) area of learning, these objectives are met 

through activities that focus on language development.  

 

Language and communication skills are considered as being fundamental to successful 

transitions (Hansen 2010a, 2010b; Jensen, Hansen and Brostrom, 2013; Tirvassen, 2015). 

Through communication skills, interaction takes place and thus, the language that preschool 

teachers use to interact with children in the preschool classroom may also differ from the 

language use to teach children. Subsequently, this statement is in line with the conclusion of 

Tirvassen (2015), who wrote:  

“Moreover, it is through communication that the transition from the family environment to the 

school environment takes place: languages therefore fulfil another crucial function in school. 

If the choice of languages of instruction was made solely on the basis of the language’s capacity 

to perform these functions, the reliability of the decision-making process would never have 

been questioned.” (p. 62) 

« Par ailleurs, c’est par le biais de la communication que s’effectue la transition du milieu 

familial à l’environnement scolaire : les langues remplissent donc une autre fonction cruciale 

à l’école. Si le choix des langues d’enseignement se faisait uniquement en fonction de la 

capacité des langues à assumer ces fonctions, la fiabilité du processus décisionnel n’aurait 

jamais été questionnée. » (p. 62). 

 

In the field, the researcher found that preschool teachers encourage children to talk even though 

they use short simple sentences. Not all children talk properly even though they talk a lot. In 

the primary school classrooms, some children tend to talk a lot and others are shy to talk. 

In preschools, during data collection, the researcher found that teachers try to make children 

talk and communicate with adults and peers, and they try to encourage conversations. However, 
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they do not look into the quality of conversation that takes place. Thus, during observation in 

the preschool settings, receiving teachers must pay particular attention to how sending teachers 

foster the language development of children, how communication and interaction with peers 

and adults take place. Sending teachers practices of fostering language development will enable 

receiving teachers to understand how to promote interaction with the new learners in primary 

school classrooms. Receiving teachers may use their observation to plan the type of 

conversation they can have with children, in terms of length and quality. 

 

Item 10: Physical skills development (Fine motor & Gross motor) 

 

Studies on school readiness showed that the healthy functioning of the sensory organs are the 

basic features of physical readiness. Small and large muscle development, eye-hand 

coordination, being relatively the same height and weight as peers, and the ability to talk, count 

as physical readiness. Children should be physically ready to perform developmentally 

appropriate tasks based on age-appropriateness (Aslan & Çikar, 2019), as physically developed 

children are considered to be able to learn how to read and write (İnanç, Bilgin, & Atıcı, 2005; 

Mercan-Uzun, 2015). However, it was pointed out that although five-year-olds can acquire fine 

motor skills development through handwork, painting and drawing, they still have difficulties 

in copying the drawing and writing what is put in front of them. Comparatively, six-year-old 

children show more serious development in these issues (Kasten, 2017). Preschool teachers 

conduct many activities under the area of learning Health and Physical Development (HPD) to 

enable children to develop their fine and gross motor skills.  

 

As observed by the researcher and reported by receiving teacher participants in this study, the 

new entrants very often are unable to open their water bottle, their lunch box, and therefore 

seek help from the teacher. Some children still rely on help of the class teacher as there are no 

other adult as in preschools. Receiving teachers do not appreciate that children ask for help as 

they are used to do so. Therefore, when receiving teachers observe the physical development 

of children in the preschool settings, they may discuss with the preschool teachers about what 

they expect children need to do in the formal schools. Hence the need for receiving teachers to 

observe how preschool teachers work on the physical development of children to help the 
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children through similar activities when they join the formal setting. Since receiving teachers 

expect children to be able to be totally independent, they will have an idea of how the preschool 

teachers prepare children to acquire physical skills and discuss about same during the meeting 

prior to the beginning of the new school year. 

 

Item 11: Socio-emotional development skills 

 

Earlier studies have shown that socio-emotional skills are equally needed along with 

intellectual and motivational skills to be ready for school and to behave appropriately (Gormley 

& Phillips, 2011). The first five years in a child’s life is crucial for their socio-emotional 

development, and it also contributes to their cognitive development (Cooper et al., 2009). 

Children are expected to regulate their feelings, understand the feelings of others and get along 

with others. Both teachers need to pay special attention to the socio-emotional development of 

children as it contributes to good adaptation that children need to begin school (Phatudi & 

Margetts, 2011). The authors concluded that Grade I teachers need to provide social and 

emotional support to all new entrants for optimal learning to take place (p. 73). To promote 

socio-emotional development of new entrants in primary school classrooms, receiving teachers 

need to know how sending teachers foster the socio-emotional skills in children. Thereupon, 

this knowledge can support receiving teachers in preparing for the development of socio-

emotional skills in primary schools. Thus, learning can take place effectively in the new setting. 

Studies on school readiness in early years brought up questions such as whether emotionally 

positive children socialise easily, help them adjust in the long run and early academic 

achievement. In preschools, most children make friends with their peers, associate themselves 

with those with whom they share common attributes and other similarities (Eivers et al., 2012).  

Positively pre-disposed children can learn more or may like to learn when they interact with 

their peers. Hence, receiving teachers may learn how to foster the social and emotional 

development of children to help them build their personality and to adjust to the new setting 

during the process of transition.  
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Item 12: Mathematical skills 

 

Math helps children develop problem-solving skills and to think critically (National Research 

Council, 2001; Institute of Medicine & National Research Council, 2015). These two 

dimensions of thinking skills are fundamental for success in school and in life. However, it has 

been noted that some children do not acquire the required level of mathematics skills to succeed 

(Mullis et al., 2016), and those children who join formal schools with limited mathematical 

skills are more likely to lag in later grades (Watts et al., 2014; Duncan et al., 2011; Siegler et 

al., 2012). Receiving teachers teach math through books while sending teachers use activities. 

Since mathematical skills are considered a predictor of later success in reading and math 

(Schoenfeld et al., 2011; Clements et al., 2014; Duncan et al., 2011). During observation, 

receiving teachers will be able to understand how children acquire basic mathematical skills 

and build on that knowledge to teach further mathematics in the primary school classrooms.  

 

Item 13: Reading skills development & Item 14: Writing skills development 

 

For both Item 13 and Item 14, the development of reading and writing skills is seen through 

language and physical development. Evidence from study on readiness mentioned that one of 

the roles of preschools in readiness is to provide a foundation for reading, writing and 

computation (Hatcher et al., 2012). Receiving teacher participants pointed out that children 

should be able to read and write when they reach primary schools. They expect children to have 

acquired those reading and writing skills before they join primary schools. Since the 

participants have mentioned about their expectations on reading and writing skills, through this 

form, they may observe how children are taught to read and write. Consequently, they can 

discuss their views with sending teachers. Simultaneously, receiving teachers may develop an 

understanding of how they can plan and manage their activities and lessons with the new 

entrants, and form another opinion of the reading and writing skills development of young 

learners.  
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Item 15: Personal development 

 

When the personal development of children is fostered, children gain more confidence, show 

more independence, and become responsible citizen. They will also be able to become good 

decision makers and make right and responsible choices in their lives (CCEA, n.d.). It involves 

coping with everyday challenges and in and outside of the classroom adjustment, through 

knowledge, attitudes, skills, relationships, thought processes, management of emotions, values 

along with other life skills that can help them. The personal development of children is 

influenced by family and community. Receiving teachers need to understand the ways 

preschool teachers enable children to understand themselves, to become self-confident and 

know their own self. Receiving teachers may build on the ways sending teachers support 

children in acquiring the essential qualities to adapt in the new school setting. Activities that 

can promote personal development include sticking to routines, transition between activities 

and those carried out in the afternoon (European Commission, 2019) 

 

6.3.1 Observation in primary schools 
 

The transfer scheme developed by the researcher also recommends observation in primary 

schools by sending teachers. Research on transition to school in early years and school 

readiness put forth the collaboration of teachers from both settings (Einnarsdóttir, 2014). The 

researcher believes that if both receiving and sending teachers observe each other in their 

respective settings, they will learn about the practices of teachers in both settings and how 

teaching and learning take place. The sending teacher participants of the study mentioned about 

the unawareness of what takes place in the primary school classrooms. They also stated that 

they prepare children based on what they believe children need to know. Observation carried 

out by the researcher brought forward the fact that sending teachers in Mauritius are unaware 

of what to teach children exactly. They carry out activities as planned at the beginning of the 

year, using an integrated approach and different teaching strategies which are developmentally 

appropriate for preschoolers for each area of learning in the NCFPP. Sending teacher 

participants also informed that they know children will learn through subjects in primary 

schools, and as a result, they design and implement activities so children can acquire the basic 

knowledge and skills to learn further through the subjects. While receiving teacher participants 
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consider self-independence, communication skills, and other life skills as essential for children 

to adapt and adjust in primary school classrooms, sending teachers are more worried about 

preparing children academically, as they showed confidence when they say children have 

acquired independent skills right from preschools. Following the findings, it is suggested that 

sending teachers need to observe the primary school classroom at the beginning of the year to 

prepare children during the school year for entry in primary school the next year. The 

suggestion is in line with evidence from a previous study on head start and school readiness 

which viewed coaching as a form of in-service training (Son et al., 2013). Previous studies 

revealed that coaching enables teachers acquire more knowledge and skills to put into practice 

in their own ways, in their own classroom to teach accordingly and appropriately, taking into 

account the different learning styles, thereby leading to better classroom practices and 

professional development (Jacobs, 2001). Later research posits that coaching occurs through 

observation, feedback, demonstration, and self-reflection, thereby showing that such 

opportunities of carrying our observation, providing feedback, demonstrate for the teachers and 

parents would eventually equip teachers with strategies and resources to enable children to 

learn (Dickinson & Caswell, 2007; Howes et al., 2003; Wasik et al., 2006, Son et al., 2013). 

The observation form that the researcher has constructed for sending teachers will help them 

learn about the practices at the receiving end to better prepare children for the transition process 

(Please see Appendix XVII for Table 6.2). The items on the observation list will enable 

preschool teachers to prepare pre-schoolers better, so as to face the challenges of transition to 

new educational settings.   

Item 1: Morning routine 

 

As observed, the researcher found a difference in the morning routine in primary schools. In 

preschools, the teacher welcome children at the door and greet both parents and their children. 

In primary schools, parents drop children at the door irrespective if the class teacher is there or 

not. In preschools, when children reach their classrooms, they start doing any activity of their 

choice, whereas in primary schools, children have time to socialise with their peers, walk 

around the classroom. But there are no toys available as in preschools. When the ring bells, 

children queue up and follow the class teacher to the yard where the headmaster does the 

assembly. In preschools, there is only a class prayer done in class. Due to these differences, 
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sending teachers need to know about the morning routine in primary schools so as to prepare 

young learners to be ready for this change.  

Observing morning routine will enable sending teachers to prepare children to follow rules and 

teach them to obey and abide by those rules. They can have children practice being in a line, 

walking in a line and to behave during the first 15 minutes of the day. Very often in preschools 

the morning routine starts with an outdoor HPD activity or any other area of learning.  

 

Item 2: Warm-up activities 

 

Warm-up activities are meant to attract the attention of students, to have them focus both 

individually and as a group on any activities that are meant to be done immediately after 

(Allwright, 1984). Some authors explained warm-up activities as a motivating starting point, 

or as an activity that identifies the knowledge students have about a topic. For better learning 

to take place, the curiosity and attention of students need to be aroused and they need to be 

engaged. Findings of a study on warm-up activities mentioned that warm-up activities is an 

attention injector that ease the involvement of students in the class, for example, when they 

share answers, try to participate, pay attention, active participation in lessons, volunteer, do all 

exercises such as drawing and writing (Velandia, 2008). Warm-up helps children feel relaxed 

and sets the mood for learning (Rushidi, 2013, p.130). Sending teachers may consider to use 

warm-up activities in the last trimester of school year to encourage children to obey rules of 

the class and activity, thereby preparing them to follow rules and obey teachers and class rules. 

Additionally, warm-up activities not only ease mutual understanding as students welcome its 

outcomes positively, leading to enthusiasm, but also the warm-up activities are used as a 

pedagogical tool (Savaş, 2016). 

 

Item 3: Subjects and contents 

 

In primary schools, children learn through subjects. They have a book specifically for each 

subject. Sending teachers need to be aware of the content of each book so they can prepare 

children to be introduced to something familiar. In a study of teaching science at preschool and 
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primary school levels, it was observed that teachers at both levels need to have content 

knowledge and pedagogical content knowledge of the subject (Walan & Chand-Rundgren, 

2014, p. 63). The authors also mentioned the work of Morgan (2012) which emphasises that 

discussion between the two teachers will make them self-confident about teaching the subject. 

During observation, sending teachers may note down what they need to teach for each subject 

and also learn the content so as to prepare children for transition to primary school.  

 

Item 4: Teaching approaches and strategies 

 

Teaching in primary school is formal and subject-based, unlike in preschools where it is play-

based. As previous studies on transition have put it, the holistic approach to teaching and 

learning in preschool setting gets transformed from play-based pedagogy to subject-based 

formal teaching and learning (Siraj-Blatchford et al,. 2002; Walsh et al., 2008; Walsh et al., 

2010; Karila et al., 2014). Among the main differences lies the child-initiated activities to 

teacher-led tasks. In primary schools learning is structured, the lesson plans are prepared, which 

explains teacher-led tasks where children have very little influence on what they can do and 

when to do any assigned work (Griebel & Nielsen, 2002). While observing the teaching 

approaches and strategies that receiving teachers use in the primary school classrooms, sending 

teachers may try to adopt some of the strategies in the last trimester of the school year so 

children get acquainted to them.  

 

Item 5: Expectations of receiving teachers 

 

The findings of this study have shown that receiving teachers complained that children lack 

knowledge and skills to be in primary schools. It implies that the preparedness of the new 

learners is not meeting the expectations of the primary school teachers. It has been mentioned 

that the expectations of primary school teacher lie in the demands of school readiness which 

are related to the abilities of children to engage in tasks familiar to the primary classroom, 

social skills to interact with others appropriately and respond to the demands of adults 

(Peckham, 2017). In other words, the expectations of receiving teachers are based on children’s 
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healthy development related to physical, social, and cognitive abilities. Consequently, in order 

to achieve these desired outcomes, the methods, practices, and roles of both group of teachers 

need to be looked into. Observing the practice of receiving teachers, noting down their 

expectations will enable sending teachers to look into their own practices as they work towards 

getting children ready for primary schools.   

 

Item 6: What children do independently 

 

Independence refers to children knowing when they can and should do things by themselves, 

seek help and be self-reliant (Moss et al., 2017). Receiving teacher participants in the present 

study complained about children being dependent in several areas. It has already been 

mentioned that children are expected to be independent and self-regulated, follow instructions 

and obey, and driven to learn (Church, 2020). Sending teacher participants on the other hand, 

are confident about preparing children to be autonomous. However, children face challenges 

in the different school settings, they are required to make decisions and to do things on their 

own. That is why self-regulation of children is considered important for behavioural 

engagement as children need to manage their behaviour and regulate their attention so they can 

behave appropriately during activities (Eisenberg et al., 2010). Observing the practices of 

receiving teachers, sending teachers may better understand how to improve the ways they foster 

independent skills in children since both teachers are aware that children should be able to 

monitor their own behaviour and decisions, to be self-sufficient. As a study concluded, 

autonomy-building competency must be embedded in practices of teachers (Peckham, 2017).  

Item 7: Socialisation of children 

 

Findings from previous studies recognised the various new challenges children encounter when 

they enter school or when transitioning to the next level, such as, building positive relationships 

in the new school setting and attempting cognitive, social, and academic tasks.  Teachers act 

as social agents and are able to influence the socio-emotional and intellectual experiences of 

children while creating a classroom setting that can encourage student motivation and learning 

(Koca, 2016). Observing the socialisation process that children go through at the time they 

enter primary schools may enable preschool teachers to foster socio-emotional development of 
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children that will allow them to cope in the new school. The researcher observed that receiving 

teachers give opportunity to each new entrant to communicate and interact. However, they do 

not have enough time to provide support to those children who are shy and timid. Consequently, 

the quality of the interaction influences children’s adaptation to school and the motivation to 

learn. As other studies confirmed, a warm classroom environment and positive relationship 

with teacher and peers determine socio-emotional development, academic skills and 

competence (Davis, 2006; Pianta, 1999). 

 

Item 8: Interaction between teacher and children 

 

In school transition, a positive relationship with the teacher helps children cope with new 

situations both academic and social (Hughes & Kwok, 2006).  Higher academic and social 

competence result from positive teacher-child relationship (Birch & Ladd, 1997; Buyse et al., 

2009; Hughes & Kwok, 2006; Hamre & Pianta, 2001). Accordingly, children need to know 

how to interact and sending teachers have more say as they are the ones who prepare children 

to learn to interact with others in the preschool settings (Hamre & Pianta, 2001; Pianta & 

Walsh, 1996). Since the demand of interacting pwith new adult is considered challenging, 

while observing the interaction between receiving teachers and children, sending teachers may 

come to understand how they can modify their teaching and learning, thereby fostering 

communication skills in children. Teacher-student relationship influence the engagement of 

students and motivate them to learn (Henry & Thorsen, 2018). 

Item 9: Class routine and Item 10: End of the day routine 

 

‘Routine’ has been defined as “well-defined repetitive patterns characteristic of a given 

discourse” (Sfard, 2008, p.128). It implies that the daily routine of a child may undergo a drastic 

change once they start formal schooling (Brooker, 2008; Peckham, 2017), as they are bound to 

face new discourses. Research has found that when children adopt routine practices it has a 

positive impact as it helps in supporting their learning and development (Cartmell, 2017). In 

line with the findings of the author, when sending teachers will observe the routines in primary 

school classroom, they may develop an understanding to prepare children to comply with 

authority, rules, timekeeping, and routines. This will provide a sense of belonging to the school 
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and prepare children for the world of work later. During observation, sending teachers will see 

how receiving teachers start and end a lesson, the transition from one subject to another, and 

breaks and recess routines. They will also learn about what receiving teachers do to close the 

day and send children back home.  

 

Based on findings from previous studies, inter-setting communication addresses information 

exchange between preschool and primary school, or both the school settings work together to 

ensure continuity between them, and relationships among adults from both settings are crucial 

for a smooth transition from preschools to primary schools (Hopps, 2014; Dunlop, 2013). 

Besides, knowledge about preschool experiences may enable receiving teachers to ease the 

transitions of children to primary school (Peters, 2002). The present study considers that 

sending teachers equally need to know the practices in primary schools to prepare children 

adequately for the transition to formal school. The observation forms may support teachers 

from both settings to observe the practices of each other, to learn how to smooth the transition 

from preschools to primary schools.  

 

Based on the consequential transition theory, the observation forms may enable teachers in 

both settings to adequately prepare children for the transition from preschools to primary 

schools, paying particular attention the factors that contribute to the acquisition of those 

knowledge, skills and competencies required for transition phase.  

 

6.4 Implications of the study 

 

The key contributions and novelty of this research are explicated to answer the education 

problem under the practical implications and cover the theoretical research gap under academic 

implications as follows: 
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6.4.1 Academic implications 
 

The theory of consequential transition looks into the move from the learning context to the 

application in the work context (Chao, 2015). The transitions from learning context to pre-

service teacher and finally becoming a teacher are consequential as the personality of the 

individual go through changes individually, socially and academically (Newell et al., 2009). 

Preschool teachers should themselves be well prepared to prepare children for their transition 

from an informal learning environment to a formal environment, while primary school teachers 

should in turn be prepared to help these children as they move into the new learning context 

(OECD, 2006). Teachers need to adjust to the shifts between the different activities and settings 

in the lateral and collateral transitions while in encompassing and mediational transitions, 

teaching can lead to reversals in the conceptions of teacher development (Newell et al., 2009). 

 

 

6.4.1.1 Theoretical contribution 

 

Teaching in various settings and at all levels, such as upper primary, secondary or vocational, 

are different, when compared to teaching in preschools and lower primary level. In view of the 

above, OECD (2006) and Newell et al. (2009), teaching is done after the teacher has acquired 

a specific knowledge and skills to teach. For instance, in the teaching of English language, the 

teacher has studied the subject, that is, English Language and teach the subject. Sending 

teachers teach children in many areas to prepare them to learn more in primary schools.  

 

In consequential transition, the teachers are trained to teach one specific subject or vocation. 

Thus, this research adds some other factors that can also inform the practices of teachers during 

the transition from preschools to primary schools. These factors are as follows: 

 

1. Language use for teaching: Children speak and understand languages they are most 

acquainted with. Although the official language of Mauritius is English, the mother 

tongue remains Kreol Morisien and French language is widely spoken in the 

Mauritian households. Therefore, the medium of instruction needs attention when 
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teaching in preschools and lower primary schools. Receiving teachers more 

specifically should be able to communicate with children in a language that they 

understand and come to terms with the language to be used as medium of 

instruction. The problem remains complex because all children do not attain the 

same level of language readiness at the same time. Hence, there need to be a 

mechanism that can provide adequate and appropriate tools to monitor the 

development of language readiness in children.  

 

2. The National Curriculum Framework: The NCF for both preschool and primary 

school informs teachers about what children need to know. However, the 

documents do not mention how to teach children what they need to know. Sending 

and receiving teachers do not study to teach one subject. They are trained to teach 

through areas of learning, which are related to the developmental aspect of children. 

If the NCF Pre-Primary provides more guidelines about what to teach and how to 

teach, examples of activities to follow, and the performance indicators and 

descriptors are set out age and developmental appropriately, the document will 

prove beneficial to all sending teachers. The NCF will therefore support sending 

teachers in modifying their transition practices for school readiness of children. The 

NCF Primary for Grade I should be communicated to sending teachers to enable 

them to understand the demands of primary schools. The National Curriculum 

Framework for both levels of education will enable teachers to adopt the right 

practices to prepare children for the next level, taking into consideration of the 

different contributes of school readiness. 

 

6.4.2 Socio-economic implications 
 

The transfer scheme which this study has designed can be used to understand the new entrants 

in primary schools. The details of the child when shared with receiving teachers would help 

increase the adaptability of the child and lead to more chances of helping them in their 

development. Simultaneously, this will enable children to learn better in their childhood days 

and provide chances for the child to grow into better citizen. Once sending and receiving 

teachers implement such practices, it will allow children to learn better, hence reducing the rate 
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of school drop-out in the future. The experiences of children undergoing transition to primary 

school impact on future performance in school and coming success and failure. Thus, if 

children acquires quality education since preschools, there will be more successful literate 

individuals which will result in an educated population. In turn, the economy of the country 

will be more stable with learned individuals. The good start in educating children may also 

avoid school dropouts.  

 

6.4.3 Educational implications 
 

With the new reforms in education that has taken place in Mauritius recently, children who are 

well prepared for transition to primary school with quality preschool education can adjust easily 

in the new learning environment. The study has given us a deep insight into how both sending 

and receiving teachers struggle with their own practices to smooth the transition of children 

moving from preschools to primary schools. However, the study has brought about some 

practices that teachers can adopt to teach young learners and thereby creating a community of 

learned individuals. Schools with preschools units enable teachers in both settings to 

collaborate for the smooth transition of children. The collaboration may help teachers discuss 

about pedagogical and curriculum continuity to adopt the right practices at the right time to 

support children during the transition phase. There is a need for both sending and receiving 

teachers to collaborate in different ways. Receiving teachers may try to observe practices of 

sending teachers in the last trimester of the year and sending teachers may try to observe 

receiving teachers in the beginning of the year to understand the practices of each other and 

thereby learn how to work with the children during the transition phase.  

 

Within the school settings, teachers may adopt several strategies to modify their practices to 

support children. The quality of preschool education should be looked into in order to provide 

the right base for all children. Monitoring of these particular practices may raise an awareness 

of the demands of each setting and thereby provide the right strategies to enable teachers to 

smooth the transition of children from preschools to primary schools.  
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6.4.4 Policy implications 
 

This study provides certain policy suggestions for the Republic of Mauritius that is considering 

the implementation of educational reforms in the education sector. Policy makers may use the 

results of this thesis as a guideline to review the transition practices of sending and receiving 

teachers to smoothen the transition of children moving from preschools to primary schools. 

They may implement the various practices through the preschool and primary school teachers 

as per the suggested framework.  

 

Communication between the two school settings is essential to help both sending and receiving 

teachers prepare children for the demands of primary school education. The transit document 

will inform receiving teachers about the new entrants they will teach. Through the said 

document, they can prepare the first few days of work before delving into the prescribed 

curriculum of primary school education.  

 

The introduction of the NYCBE has raised expectations of all stakeholders in the education 

sector in Mauritius. The way forward to smoothen the transition of early learners to Grade I is 

necessary to smoothen the transition of early learners to promote lifelong learners. One of the 

main features of the Core Curriculum as proposed in the NYCBE is the strong foundations for 

Lifelong Learning for All, where no child is left behind. It encompasses the fact that there is a 

need for a holistic, inclusive and seamless curriculum that can facilitate and expand learning 

opportunities for the success of all learners, through quality education. The primary school 

classrooms should be inclusive so that all learners benefit from an accessible and a relevant 

curriculum. The ways the content and skills are taught, the methods used to teach in the 

classroom, the pedagogical approaches and strategies used in the classrooms should be known 

to teachers in both settings. This will encourage pedagogical continuity between the 

preschools’ and primary schools’ settings.  

 

One more practice that will ensure a smooth transition for children moving from preschools to 

primary schools is the school visits of preschool leavers in their respective primary schools. 

The visits will enable children to become familiar with the new settings. The interaction 
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between sending and receiving teachers will help children feel safe as they will be introduced 

to new adults in a new school setting. Preschool leavers should be allowed to spend a few days 

in the primary school they will attend. It will allow children to know about their new 

environment, their new classmates, the routine in primary school classrooms, the time period 

they will be in school and some rules and regulations of formal schools.  

 

6.5 Recommendations for future/further research 

 

A researcher may undertake further research on the following research areas as an extension of 

this study: 

1. Knowledge and skills children need to know and acquire to move to primary schools 

can be explored to better prepare children for transition in early years. 

2. School readiness of children can be investigated through primary school curriculum to 

prepare children for formal schooling. The transfer scheme designed in this study can 

be explored further to test its adaptability and effectiveness. 

3. Educational reform is an ongoing process. There are ample opportunities for 

continuously analysing the reforms in education sector. In this line, future research may 

consider the determinants of reform success or failure in the Mauritius Education 

System, paying specific attention to transition from preschools to primary schools 

education.  

4. Niche areas and schools where transition is being properly done can be investigated to 

compare with those where there are difficulties to understand how to better the 

transition process.  

 

6.6 Limitations of the study 

 

The limitations of the research undertaken for suggesting a framework for transition practices 

to smooth the transition of children moving from preschools to primary schools are as follows: 
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1. The suggested framework has been designed for Mauritius. It may not be applicable for 

another country or may require modifications based on the reforms in education of the 

country and its policy. 

2. The framework has been developed with the voice of the participants and observations 

carried out in specific schools. More information may be gathered if more schools are 

under scrutiny. 

3. School readiness has not been introduced in preschools. The conceptual lens to design 

the interview protocol for conducting interviews of Mauritian Education Sector 

practitioners, have been developed using the educational background, reforms in 

education and the NCFPP. There is a need to shed more light on school readiness of 

children.  

 

6.7 Contribution of the study 

 

The research problem objective of the study was “To formulate a framework for school 

readiness of children through transition practices of sending and receiving teachers.” Findings 

of the study for the five themes are as follows: 

1. Background of Mauritian education system 

- There have been major changes in the education system with the introduction of the 

Nine Year Continuous Basic Education. Although the official language of 

Mauritius is English, yet, French and Kreol Morisien are being widely used to teach. 

There is no possibility of using English in any school settings as children come from 

different backgrounds and communicate in different languages, hence French and 

Kreol Morisien are being used regularly. The Certificate of Primary Education has 

been replaced by the Primary School Achievement Certificate to eradicate stressful 

competition.  

2. Reform in primary education policy 

- The ECCEA does not provide any support to teachers to smooth the transition of 

children from preschool settings to primary schools. Both groups of teacher 

participants of the study agreed that a Special Education Unit can help them give 
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feedback and support to children with special needs. The National Curriculum 

Framework Pre-Primary provide sending teachers of means to plan activities and to 

implement them. The Developmental Learner Profile is known to preschool 

teachers and receiving teachers are familiar with the Primary School Readiness. 

Receiving teachers consider the DLP to be helpful if available, while sending 

teachers believe that the PSR can help them prepare children for primary schools. 

While sending teaches provide positive opinion about the new learning environment 

and teachers, to reassure children about the new setting, the demands on them from 

the receiving teachers influence the sense of belonging they develop when they join 

the new setting.  

3. School readiness 

- Sending teachers prepare children through play and activities, while emphasising 

on acquisition of independent skills, communication and basic academic 

knowledge. Receiving teachers believe these are the right ways to prepare children 

for primary schools as the young learners need to be independent in formal schools. 

Receiving teachers believe that children must already acquire writing skills instead 

of pre-writing skills and reading and numeracy skills prior to joining the primary 

school classrooms.  

4. Teaching practices 

- There is a lot of difference in the teaching strategies used in both settings to teach 

young learners. Activities used to teach in preschools are fun and playful while in 

primary schools, although receiving teachers try to make learning fun, there are 

many more instructions to be followed, and children start working in a book 

(Primary School Readiness booklet) after which they will have another number of 

books for each subject. The shift is blatant, from worksheets to books. Sending 

teachers prepare children as per what they think the children need to go to primary 

schools, without any knowledge of the prescribed curriculum in primary schools. 

The focus of sending teachers is to prepare children with basic academic knowledge 

and life skills so they can adapt in primary schools. Receiving teachers believe that 

they do the needful to make children feel comfortable in their new classrooms,  

however, knowing about each child’s performance in preschools will enable them 

to teach children better, which will in turn save time to teach basics and therefore 

complete the syllabus.  

5. Continuity in education 
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- Sending teachers teach children basic skills, and knowledge through activities and 

particular pedagogical approaches so they can move to primary schools, adapt in 

the new setting and learn further. Receiving teachers use different strategies to 

understand the level of each child, in terms of their understanding, their skills and 

prior knowledge. There is a major difference in the two settings as in preschools 

children are used to activities while in primary schools there is a syllabus to 

complete using different textbooks. Both groups of participants agree that the 

strategies they use to teach young children are appropriate but they both mention 

the need to be aware of the teaching and learning that take place in each setting so 

as to better prepare children for the transition from informal to formal learning 

environment. 

Consequently, the study has shown that there are transition practices of both sending and 

receiving teachers that can promote school readiness in children. These transition practices 

form part of the following: 

- Quality of teaching in preschools and primary schools during the transition time. 

The quality of teaching that takes place in both preschools and primary schools during the 

transition time is regarded as one of the basics of transition practices. Qualifications of staff 

and trained teachers and their communication with children in the preschool settings contribute 

to quality of teaching in preschools. Based on the consequential transition theory, skills and 

knowledge are being carried forward to primary schools where receiving teachers who already 

have expectations on children believe that the latter are ready for the formal setting. However, 

this study has shown that preparedness of children at the sending end with the contribution of 

receiving teachers prior to joining primary schools through the practices of teachers at both 

ends can foster the readiness of children as required.  

- Socio-emotional development of children  

The study conforms to previous research where the socio-emotional development of children 

as a contributor to successful transition from preschools to primary schools. Preschool teachers 

already prepare children through the Personal Social and Emotional Development area of 

learning. However, this study suggests that at receiving end, the teachers should be able to 

work on their socio-emotional development of children as a continuity from preschools.  
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- The National Curriculum frameworks for transition practices 

The National Curriculum Framework Pre-Primary needs to be reviewed as to provide ways 

that can help teachers at both end to prepare children with regard to readiness to school. The 

performance indicators and descriptors need to be reviewed in line with preparation of children 

for primary schools. Examples of strategies to be used based on the pedagogical approaches to 

enable sending teachers to be transition focused.  The guideline for sending teachers will also 

consist of non-academic skills, knowledge and competencies that children need to achieve 

before leaving preschools.  

Primary school teachers suggested that precise information about new entrants will enable them 

to build on prior knowledge for further learning to take place, focusing on continuity between 

settings. It is also mentioned that the National Curriculum Framework Primary can include 

guidelines on how to achieve specific goals to help new entrants to adapt and adjust in the new 

setting. They mentioned about a checklist or developmental chart to provide them with a 

starting point to foster continuity and help towards a smooth transition to primary schools. 

Receiving teachers can assess children informally at the beginning of the year through activities 

similar in preschools to know how ready the new entrants are. Therefore, the Primary School 

Readiness should be designed in line with the transit document of the Developmental Learner 

Profile to determine the stand of the young children.  

The Developmental Learner Profile should be filled with utmost accuracy by the sending 

teachers to help receiving teachers to understand the new entrants in the primary school 

classrooms. Receiving teachers need to be fully aware of the approaches used to teach children, 

the strategies that can be used and the evaluation process.  

Ensuring visits to primary schools should be included as part of practices from the sending end 

through the ECCEA to familiarise children with their new school environment. In the same 

line, receiving teachers need to visit preschool classrooms regularly to know how teaching 

takes place in preschools. This will enable receiving teachers to understand how children are 

taught, assessed and evaluated in preschool settings. Similarly, sending teachers should be 

made aware of what is expected of children when they join primary schools. If preschool 

teachers know what children need to know prior to joining primary schools, they will prepare 

accordingly. Receiving teachers will then ensure that children know what they need to be in 

formal school based on what they shared with sending teachers. This partnership between 

settings will also provide quality in education at both preschool and primary school levels.  
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When teachers at both ends are well-informed about children and their learning to prepare them 

for school readiness, the continuity between the two settings can be reinforced. The 

communication and partnership between teachers from both settings can be highly effective. 

This communication is not about only discussions of strengths and weaknesses of children but 

how teaching and learning take place in both settings. The communication of the last trimester 

of the year is more important. Information of what took place during that period need to be 

shared accordingly with receiving teachers. Curriculum and pedagogical continuity need to be 

encouraged in the practices of both sending and receiving teachers.  

- Transfer scheme 

 

The transfer scheme proposed in this study, will form part of the transition practices of sending 

and receiving teachers to encourage them to prepare children for their school readiness. The 

transfer scheme proposes an observation sheet for both sending and receiving teachers during 

their visits in the different classrooms. The observation sheets consist of items that teachers at 

both ends need to consider during their visits to enable them to modify their transition practices 

and better prepare children for the transition from preschools to primary schools.  

6.8  Conclusion 

 

The present study has contributed to the field of transition from preschools to primary schools, 

addressed through school readiness of children. Teachers from both settings have contributed 

to the understanding of what they need to know to smooth the transition of children during the 

transition process. The consequential transition theory should be modified so that the 

requirements of both settings are known to both the facilitators. The practices teachers need to 

adopt contribute to the knowledge of school readiness of children for a smooth transition from 

preschools to primary schools.  
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APPENDIX IV: Gatekeeper Permission 
 

To          24thJuly 2015 

The Senior Chief Executive 

Ministry of Education and Human Resources, Tertiary Education and Scientific Research 

 

Dear Sir/Madam 

I, the undersigned is presently a doctoral student of University of Kwa Zulu Natal. I have to 
undertake a research study. I intend to explore how sending and receiving teachers manage 
transition in preschools and primary schools, what understandings and principles underpin the 
way sending and receiving teachers manage transition, and why do sending and receiving 
teachers have these understandings and principles of managing transitions. I am seeking your 
permission to interview and observe teachers working in pre-primary and primary schools, with 
regard to answer the questions for my study.  

The research consists of observing teachers working with Standard I and preschool teachers 
working with 5year olds, in their classroom settings. I will also conduct interviews after school 
hours, so as not to hinder the running of the day and also because it will be videotaped for 
enriched data collection. I want to assure you that every precaution will be taken to ensure the 
anonymity and confidentiality of the information provided by the teachers. The data will 
always be kept in a locked cabinet in my office. The names of participants will not be on any 
text and in the study, only pseudonyms will be used. The identity of the schools will not be 
revealed. As with any research conducted under the auspices of the University, it is guided by 
strict ethical considerations that protect the participant at all times. Such considerations are 
anonymity, confidentiality of responses and the right to withdraw from the study at any time. 

It is hoped that the findings of the research will not only enrich my own understandings of 
transition practices but will be used to improve the teaching of teachers working with 5 year 
olds learners who will leave preschools to join primary schools. 

Yours faithfully, 

 

(Ms. Rajiah Saraswatee) 

 

C.C.: The Director  

          Pre-primary and Primary Education  
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Appendix V: Informed consent letter 
 

…………… 
School of Education, College of Humanities, 
University of KwaZulu-Natal, 
Edgewood Campus, 

Dear Participant 
 

INFORMED CONSENT LETTER 
 
My name is Saraswatee Rajiah. I am a doctoral candidate studying at the University of KwaZulu-
Natal, Edgewood campus, South Africa. I am interested in studying transition of preschoolers 
moving to primary schools through the preschool teachers and primary school teachers. To gather 
the information, I am interested in asking you some questions. 
Please note that:  

• Your confidentiality is guaranteed as your inputs will not be attributed to you in person, but 
reported only as a population member opinion. 

• The interview may last for about 45 minutes to 1 hour. 
• Any information given by you cannot be used against you, and the collected data will be 

used for purposes of this research only. 
• Data will be stored in secure storage and destroyed after 5 years. 
• You have a choice to participate, not participate or stop participating in the research. You 

will not be penalized for taking such an action. 
• Your involvement is purely for academic purposes only, and there are no financial benefits 

involved. 
• If you are willing to be interviewed, please indicate (by ticking as applicable) whether or 

not you are willing to allow the interview to be recorded by the following equipment: 
Equipment Willing Not willing 
Audio equipment   
Photographic equipment   

Video equipment   
I can be contacted at: 
Email: s.rajiah@mieonline.org 
Cell:  
 
My Supervisor is Dr. Jayaluxmi Naidoo who is located at the School of Education, Edgewood 
campus of the University of KwaZulu-Natal.  
Contact details: email: naidooj2@ukzn.ac.za  Phone number: +27312601127. 
 
You may also contact the Research Office through: 
Ms P Ximba (HSSREC Research Office) 
Tel: 031 260 3587 
Email: ximbap@ukzn.ac.za) 
Thank you for your contribution to this research.  
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DECLARATION 

 
I………………………………………………………………………… (Full names of 

participant) hereby confirm that I understand the contents of this document and the 

nature of the research project, and I consent to participating in the research project. 

 

I understand that I am at liberty to withdraw from the project at any time, should I so 

desire. 

 

SIGNATURE OF PARTICIPANT                           DATE 

 

………………………………………                  ………………… 
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APPENDIX VI: INTERVIEW SCHEDULE: PILOT CASES 
Section: A 

Name and Designation: ________________________________________   

Name of School you are working with affiliation details: ___________________ 

Professional Qualification: ___________________________________________ 

Teaching Experience: ________________________________________________ 

Role in Transition: ___________________________________________________ 

Teaching Experience in transition role: _________________________________ 

Section: B 

1. Does your school prepare children adequately to join formal schools? 

2. Does the National Curriculum Framework help you prepare children for formal 

schooling? 

3. Does the National Curriculum Framework provide any guideline on how to smooth 

transition of children in primary schools? 

4. Does your school provide a diary to record preschool classroom preparation? 

5. Does your school record the primary classroom preparation of preschool students? 

6. Do you prepare children for primary schools? If yes/no, why do you do so? 

7. Is there any guideline that you use to teach children? If yes/no, which guideline and 

how do you use it? 

Section: C 

The researcher will note down her Observations regarding transition practices at the 

real setting: 

………...………………………………………………………………………………….…

………………………………………………………………………………………………

………………………………………………………………………………………………

………………………………………………………………………………………………

………………………………………………………………………………………………

………………………………………………………………………………………………

……………………………………………………………………………………………… 
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APPENDIX VII: INTERVIEW PROTOCOL 
 

Interviewee (Title and Name):  ________________________________________ 

Role: _____________________________________________________________ 

Name of School: ____________________________________________________ 

School Domain: _____________________________________________________ 

Qualifications: ______________________________________________________ 

Teaching Experience: _________________________________________________ 

 

About the participant and the school 

1. How long have you been teaching 5 year olds? 

2. How many years of experience do you have in teaching young children? 

3. How long have you been teaching in this school? 

4. What are your qualifications? 

5. Do you prepare children for primary schools? If yes/no, why do you do so? 

Teaching practices 

6. What do you teach the 5 year olds? 

7. What are the different strategies you use to teach young children? 

8. How do you know what to teach them? 

9. What do you do to determine if learning has taken place? 

10. Can you say that you prepare children adequately for formal schools? 

11. Is there any guideline that you use to teach children? If yes/no, which guideline and 

how do you use it? 

School Readiness 

12. What are the ways that you prepare children to join primary schools? 

13. How do you know if children are ready for formal schooling? 

14. According to you, what do you need to teach children so they can go through 

transition from preschools to primary schools easily? 
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15. What do children need to know to be able to adjust in primary schools? 

16. How do you ensure that they have acquired those knowledge? 

17. What are the different skills children need to acquire? 

18. Why do children need to acquire these skills? 

19. How do you cater for acquisition of these skills? 

20. How do you teach the children those knowledge and skills they need to be in primary 

schools? 

21. Why do you teach them the way you teach? 

Continuity in education 

22. What do you do in your classroom to ensure that children will move to formal 

schooling easily? 

23. How do you ensure that the knowledge that children acquired will be of use in formal 

schools? 

24. What are the concepts that children need to know before they joining primary 

schools? 

25. Why do you think that children should know these concepts? 

Policy 

26.  You must have heard of the DLP/PSR.  How can these documents be useful in your 

practice? 

27.   According to you who is responsible for the transition of children from preschools to 

formal schools? 

28.   Are you told how to prepare children for their smooth transition to primary schools? 

29.   What are the different means you use to ease transition of children from preschools 

to primary schools? 

Close ended questions 

30. Do all 5 year olds go to the same primary schools? 

31. Can you say that you prepare children adequately to join formal schools? 

32. Are you aware of what children do in preschools and primary schools classrooms? 

33. Does the NCF help you prepare children for formal schooling? 

34. Does the NCF provide any guideline on how to smooth transition of children in primary 

schools? 
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35. Do you know how children learn in different settings? 

36. Have you heard of the DLP/PSR? 

Anything you would like to add: 

…………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………… 
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APPENDIX VIII: INTERVIEW PROTOCOL 
 

Name and Designation: ________________________________________   

Name of School you are working with affiliation details: ___________________ 

Professional Qualification: ___________________________________________ 

Teaching Experience: ________________________________________________ 

Role in Transition: ___________________________________________________ 

Teaching Experience in transition role: _________________________________ 

1. Background of Mauritian education system 

a. Colonisation of Mauritius 

1. Can you name the different settlers who came to Mauritius? 

2. What is the last colonisation that Mauritius has seen? 

 

b. Mauritius Constitution in English language 

1. What is the official language of the country? 

2. Which language do you use in your classroom? 

3. Why do you use so? 

4. Which language is supposed to be used in the classroom? 

5. Is it possible to stick to one language? If yes or no, explain why. 

 

c. Primary education cycle 

1. How will you describe the primary education cycle? 

2. Do you find any different between the previous primary education cycle and the 

NYCBE? If yes or no, please explain the difference. 

 

2. Reform in primary education policy 

a. ECCEA Act 

1. How does the ECCEA support t teachers in smoothing the transition of children from 

preschool to primary schools? 
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2. You are aware that there is a SEN Unit in ECCEA. If yes/no, how do you think the SEN 

Unit help preschool teachers in transition process? 

 

b. Pre-Primary National Curriculum Framework 

1. Do you use the National Curriculum Framework? If yes, how often? If no, why? 

2. Does the National Curriculum Framework enable you to prepare children for 

transition? Which parts of it and how? 

 

c. Developmental learner profile 

1. You must have heard of the DLP/PSR. How can these documents be useful in your 

practice? 

2. According to you who is responsible for the transition of children from preschools 

to formal schools? 

3. Are you told how to prepare children for their smooth transition to primary schools? 

4. What are the different means you use to ease transition of children from preschools 

to primary schools? 

 

d. Factors influencing transition of children 

 

1. According to you, what are the factors that influence transition of children? 

2. What do you do at your end to prevent these factors from influencing the transition 

of children in your classroom? 

 

i. adjustment to formal school 

1. What do you do to enable children to adjust to formal schools? 

2. How do you know if what you do actually enable children to adjust to formal 

schools? 

 

ii. Sense of belonging - factor for adjustment 

1. How does the sense of belonging to an environment helps children to adjust in an 

environment? 

2. How can you make children feel that they belong to an environment? 

 

 



 

244 
 

3. School Readiness 

1. What are the ways that you prepare children to join primary schools? 

2. How do you know if children are ready for formal schooling? 

3. According to you, what do you need to teach children so they can go through transition 

from preschools to primary schools easily? 

4. What do children need to know to be able to adjust in primary schools? 

5. How do you ensure that they have acquired that knowledge? 

6. What are the different skills children need to acquire? 

7. Why do children need to acquire these skills? 

8. How do you cater for acquisition of these skills? 

9. How do you teach the children those knowledge and skills they need to be in primary 

schools? 

10. Why do you teach them the way you teach? 

 

4. Teaching practices 

1. What do you teach the 5 year olds? 

2. What are the different strategies you use to teach young children? 

3. How do you know what to teach them? 

4. What do you do to determine if learning has taken place? 

5. Can you say that you prepare children adequately for formal schools? 

 

5. Continuity in education 

1. What do you do in your classroom to ensure that children will move to formal schooling 

easily? 

2. How do you ensure that the knowledge that children acquired will be of use in formal 

schools? 

3. What are the concepts that children need to know before they joining primary schools? 

4. Why do you think that children should know these concepts? 
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APPENDIX IX: Observation Protocol 

 
• The setting 

o The physical environment – the classroom, the school 

o The context – preschool or primary school 

o Allocation of space 

o Resources available 

• The participants 

o The preschool teacher or the primary school teacher 

o Their roles 

o Characteristics of the participants 

o The ways the teachers organise themselves 

• Activities and Interactions 

o What is happening? 

o The sequence of activities 

o Interaction that takes place 

o Structure of activities 

o Types of activities 

o Rules and norms within the classroom 

• Conversation 

o Types of conversation that takes place 

o Who talks to whom?  

o Who listens? 

o Types of communication – verbal or non-verbal 

• Subtle factors 

o Informal or unplanned activities 

o Symbolic and connotative meanings of words 

o What has not happened 

• My behaviour 

o My role as the observer 

o How my role affects the scene under observation 

o My thoughts about what is happening 
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APPENDIX  C:  Protocols & Code books
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APPENDIX III: Code book for conceptual lenses 
Description (Nvivo 
Codes) 

Preliminary Thoughts (what is 
this about) 

Initial 
Categories 

Refined 
Categories 

Initial theme  Final 
Theme 

Core 
Concept 

  colonisation  Portuguese discovered mauritius . 
The  Dutch were first settlers . 
Colonisation started 

Dutch Colony colonisation  of 
Mauritius 

British 
Education 
System 

Education 
reform 

educatio 
reforms for 
pre-primary 
school 
readiness 

British colony The  Dutch were succeeded by 
British. British colony established 

British colony 

multilingual, multi-
ethnic and 
multicultural island  

Mauritius is known as the 
multilingual, multi-ethnic and 
multicultural island due to 
colonisation 

Multi-lingual  Mauritius 
Constitution in 
English 
language  

Pluristic society  Mauritius as French Colony  
promoted linguistic diversity .This is 
directly related to culture and 
educational concepts  

impact of 
colonisation on 
education 

 Constitutional 
Conference 

Mauritius Constitutional Conference 
with English as official language  

Official  
language  

British  education 
system 

Influence of British on the  
education system of Mauritius  

English 
language for  
education 
system  

Compulsory and free 
primary education 

Investment of resources in the 
education sector for the 
development of Mauritius 

Free Primary 
Education 

primary 
education cycle 

Reform in 
education 
policy 

 Nine-year 
compulsory and 
fundamental 
education cycle 

 Nine-year compulsory and 
fundamental education cycle and 
pre-vocational stream was 
introduced. 

 Nine-year 
education cycle 
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Teacher-Child ratio  the number of children a teacher can 
work with for  quality teaching 

reform in 
primary 
teaching 

Reform in 
primary 
Education 
Policy  Strategy Document 

on special education 
needs 

National Policy and Strategy 
Document on Special Education 
Needs and Inclusive Education 

Policy on 
special 
education needs 

pre-school services in 
primary curriculum 

quality of preschool services as pre-
primary curriculum 

reform in 
primary 
curriculum 

smooth children  
transition (pre-
primary to primary 
schools).  

Early Childhood Care and Education 
Authority Act was promulgated 
Bridging the Gap Project to smooth 
transition of children from pre-
primary to primary schools.  

Early 
Childhood Care 
and Education 
Authority Act  

ECCEA Act Reform in 
Pre-primary 
Education 
policy 

special education 
need policy 

 Set up of SEN Unit to implement 
SEN policy through the ECCEA 

Early 
Childhood Care 
and Education 
Authority Act  

School 
Readiness 

 preschooland 
primary  education 

National Curriculum Framework for 
Pre-Primary was created 

Pre-Primary 
National 
Curriculam 
Framework 

Pre-
PrimaryNational 
Curriculam 
Framework 



 

249 
 

 readiness of the new 
entrants 

Introduction of Developmental 
Learner Profile 

Preschool 
teachers 

Developmental 
learner profile 

Early 
Childhood 
Education  

Guideline for 
preschool teachers 

Preschool curriculum guideline for 
development of children 

Preschool 
teachers 

Literacy, numeracy, 
socio-emotional 
competencies 

What children need to know before 
going to primary school 

Preschool 
teaching 

Introduction of 
Developmental 
Learner Profile 

What teacher need to know about 
child going from pre-primary to 
primary school 

Introduction of 
Developmental 
Learner Profile 

Description (Nvivo 
Codes) 

Preliminary Thoughts (what is 
this about) 

Initial 
Categories 

Refined 
Categories 

Initial theme  Final 
Theme 

Core 
Concept 
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Factors influencing 
transition of children 

Age of entry to formal school; 
Difference in settings; 
Relationships; Curriculum 
continuity 

Factors 
influencing 
transition of 
children 

Preschool 
teachers and 
transition 
practices 

Preparing 
children for 
formal 
schooling 

Transition 
practices 
theory 

Theory and 
models of 
transition 
practices 

Parent - teacher 
relationship; Parental 
involvement 

Parental involvement in education of 
children leads to successful 
transition 

Preschool and 
primary school 

Policy to prepare 
children for formal 
schooling 

It is mandatory to prepare children 
for formal schooling. 

Preschool 
teachers 

Transition practices How preschool and primary school 
teachers construct their practices. 

Need for 
transition 
practices 

What transition 
practices work? 
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Factors influencing 
transition of children; 
Adjustment in 
primary school;  
Quality education 

Provision of quality education to 
prepare children for formal 
schooling 

Factors 
influencing 
transition of 
children 

Sense of belonging; 
Adjustment 

Teacher-child relationship during 
transition improves adjustment 

Sense of 
belonging - 
factor for 
adjustment 

Adjusting to 
formal schooling 

Primary 
school  

Transition practices Sending and receiving teachers 
practices during transition process 

Transition 
practices 

behavioral skills; 
socio-emotional 
development 

Behavioral skills and socio-
emotional development determines 
adjustment to formal schools 

adjustment to 
formal school 
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socio-emotional 
development 

socio-emotional development of the 
child and adjustment in formal 
classroom 

adjustment to 
formal school 

Curriculum 
continuity; 
curriculum 
guidelines; building 
on existing 
knowledge 

Curriculum continuity as transition 
practice 

Transition 
practices 

Types of 
transition 
practices 
internationally 

Curriculum 
continuity as 
transition 
practice 

Building on existing 
knowledge  

Curriculum continuity as transition 
practice 

Transition 
practices 

Teachers transition 
practices 

how can teacher implement effective 
transition practices 

Transition 
practices 
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Class size, subject 
based curriculum, 
school rules, 
homework, tight 
timetable, long school 
hours, literacy and 
numeracy skills 

Determinants of effective transition Challenges of 
transition 

Transition 
practices for 
school readiness 

Preschools 
practices 

School readiness; 
preschool curriculum 
guidelines 

Knowledge and skills children 
should acquire through a guided 
curriculum 

School 
readiness; 
curriculum 
guidelines 

Policy decision; 
Provision of quality 
early years education 

Introduction of EYFS Quality 
Education 

Early years 
education 
transition 
practices in UK 

British 
transition 
practices 



 

254 
 

Assessment of 
children; Record of 
observation; 
Curriculum 
Framework; 
Guideline for teachers 

What children need to know before 
going to primary school 

Preschool 
teacher 

School readiness; 
curriculum continuity 

What teacher need to know about 
child going from pre-primary to 
primary school 

Curriculum 
continuity; 
school 
readiness 

preschool versus 
primary school 
education 

Differences between preschool and 
primary school 

Distinction 
between 
preschool and 
primary school 
education 

Pedagogical 
continuity as 
transition 
practice 

Transition 
practices in 
preschools 
and primary 
schools 
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Pedagogical 
continuity  

Continuity of pedagogy to smooth 
transition to formal schooling 

Pedagogical 
continuity 

Transition activities Transition activities to prepare of 
children for transition from 
preschool to formal school 

Transition 
practices 

Transition 
practices for 
sending teachers 

Parental involvement Parental involvement in education of 
children leads to successful 
transition and academic success 

Transition 
practices 

Prepared teachers; 
Ready children; 
school readiness 

Prepared teachers and ready children 
lead to positive transition 

Readiness of 
teachers and 
children 

Transition 
practices of 
receiving 
teachers 
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Curriculum 
continuity 

Curriculum continuity and sharing 
of information between preschools 
and primary schools  

Transition 
practices 

Teacher - Child 
interaction; 
Emotional support 

Teachers influence learning through 
interaction and emotional support 

Primary 
teachers 

Classroom 
organization 

Classroom organization in primary 
schools 

Primary 
teachers 

Transition practices; 
family involvement 

Transition practices involving 
families has positive effect on 
children's academic achievement 

Preschool and 
Primary 
teachers 

Quality teacher-
focused 
transtion 
practices 

Policy to reduce drop-
outs and failure 
rates;Quality primary 
education 

Drop-outs and failure rates are of 
major concern to policy makers 

Quality 
Education 

Quality 
Education  
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Role of the preschool 
teacher; Role of the 
primary school 
teacher 

Role of preschool and primary 
school teachers in transition 

Preschool and 
primary school 
teachers 

Models of 
transition 
practices 

Consequential 
transition 

Transfer of knowledge from one 
situation to another setting 

Transition 
theory 

Theory for 
present study 

Consequentia
l transition 
theory 

Types of transition Consequential transition can be of 
four types 

Transition 
theory 

Prepare children  How teachers prepare children for 
formal schooling 

Transition 
theory 

Mediational transition Study how teachers prepare children 
for the transition from preschool to 
primary school 

Transition 
theory 

Description (Nvivo 
Codes) 

Preliminary Thoughts (what is 
this about) 

Initial 
Categories 

Refined 
Categories 

Initial theme  Final 
Theme 

Core 
Concept 
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Teaching and learning 
in Early Childhood 
Education; Different 
transitions in the life 
of the child 

Preschool and primary school 
teaching and learning in relation to 
different transitions the child has to 
go through in life 

Strategic Plan 
2008 - 2020 

Education policy 
and reform 

Policy and 
practices 

School 
Readiness 

 

Preschool education; 
Cognitive skills; 
Behavioral skills; 
school readiness 

Preschool teachers must prepare 
children for primary school 
education 

Sending 
teachers 

 

Domains of 
development; 
foundations for 
learning in 
preschools; Policy 

Sending teachers must ensure school 
readiness of children through the 
domains of development, self-
development, with necessary skills 
and knowledge for further learning. 

  EHRSP 2008 
– 2020 

 

School readiness; 
Role of sending 
teachers; Role of 
preschool education 

Sending teachers must prepare 
children for primary school 

Sending 
teachers 
focused 
transition 
practices 

Transition 
practices of 
sending and 
receiving 
teachers 
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Readiness; Quality of 
education 

Quality of education to become 
ready for formal schooling. 

Readiness as 
transition 
practice 

 

School readiness; 
Transition practices at 
receiving end 

Receiving teachers practices and 
new learners at the time of transition. 

Receiving 
teachers 
transition 
practices 

 

Sending teachers 
transition practices; 
School readiness 

Sending teachers shape school 
experiences of children leading to 
school readiness 

Sending 
teachers 
focused 
transition 
practices 

 

Skills for school 
readiness 

Sending teachers teach skills to 
become ready for formal schools 

Independent 
skills 

Practices of 
sending teachers 

Transition 
practices of 
sending 
teachers 

 

School readiness What children need to acquire before 
going to primary school 

Preschool 
education 

 

Skills for school 
readiness 

What skills children should acquire 
for a smooth transition 

Skills for 
primary schools 

 

Skills for school 
readiness 

Skills children should acquire before 
moving to primary school 

Factors of 
school 
readiness 
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Readiness of children Sending teachers must prepare 
children for primary school 

Early 
Childhood Care 
Education 
setting 

 

Quality Early 
Childhood Education; 
Curriculum 
guidelines; Policy  

National Curriculum guidelines to 
ensure quality early childhood 
education 

Quality Early 
Childhood 
Education 

Curriculum 
guidelines and 
quality 
education 

Quality Early 
Childhood 
Education 

National 
Curriculu
m 
Framewor
k and 
transition 
practices 

 

Teacher-focused 
transition practices; 
Curriculum 
guidelines 

Teachers transition practices 
influenced by curriculum guidelines 

Curriculum 
guidelines 

 

Policy; Teachers' 
characteristics 

Teachers abiding to policies Teacher 
practices 

Practices and 
continuity in 
early childhood 
education 

Pedagogical 
and 
Curriculum 
continuity 

 

Policy; National 
Curriculum 
Frameworks; 
Continuity 

A link needs to be established 
between preschool and primary 
school curriculum to ensure 
continuity 

Curriculum 
continuity 

 

Pedagogical 
continuity  

For smooth transition to formal 
schooling there need to be continuity 

Curriculum and 
pedagogical 
continuity 
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Policy; National 
Curriculum 
Frameworks; 
Continuity; Academic 
achievement; Teacher 
transition practices 

Transition practices of teachers are 
influenced by policy and curriculum 
guidelines 

Teacher 
practices 

 

Teacher focused 
practices 

Teacher creates the learner and the 
social being of the child 

Teacher 
focused 
practices 

 

Sending teachers Preschool teachers know the 
children in their setting before they 
go to primary school where the 
teacher knows nothing yet about 
them. 

Sending 
teachers 

Practices of 
sending and 
receiving 
teachers 

Teaching 
process  

Prepare 
children 
from 
preschools 
to primary 
schools 

 

Sending and receiving 
teachers 

Teachers influence learning process 
of children 

Teaching 
children 

 

Transition practices Sharing of information on children 
by sending and receiving teachers. 

Sending and 
receiving 
teachers 

 



 

262 
 

Preschool practices Preschool teachers help children 
develop socially. 

Practices of 
sending 
teachers 

 

Receiving teachers; 
Transition practice; 
Effective teaching 
and learning 

Receiving teachers focus on 
encouraging children to learn if they 
have the dispositions and attitudes. 

Receiving 
teachers 

 

Language use for 
instruction; 
Transition Practice 

Teachers must use appropriate 
language for instruction 

Transition 
practices 

Developmentall
y Appropriate 
practices in 
Early Childhood 
Education 

 

Teaching philosophy; 
Teacher focused  

Sending and receiving teachers have 
their own teaching philosophy 
which needs to be bridged. 

Philosophy of 
practice 

 

Profiling techniques; 
teaching practices 

Techniques used by teachers to 
evaluate instruction  

Appropriate 
teaching 
practice 

 

Academic skills Emphasis is laid on academic skills 
during transition from preschool to 
primary school 

Teaching in 
Early 
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Childhood 
Education 

Transition process; 
Continuity in 
learning;  

Children should be prepared for 
continuity in learning in any 
transition process 

Teaching for 
continuity 

Pedagogical 
continuity in 
early years 

Practices 
ensuring 
continuity 

 

School readiness of 
children; Preparation 
of children 

What is expected from the child 
should be communicated to the child 

Transition 
practices 

 

Pedagogical 
continuity  

Pedagogy is the root of preparing 
children for primary schools 

Early 
Childhood 
Education 

 

Receiving teachers; 
Transition practice; 
Continuity 

Receiving teachers promote 
continuity through developmentally 
appropriate practices 

Receiving 
teachers 

Transition 
activities 

 

Transition activities; 
Transition practices; 
Sending teachers 

Sending teachers can facilitate 
transition of children to primary 
schools through transition activities. 

Sending 
teachers 

 

Transition activities; 
adjustment; transition 
practices 

Transition activities to prepare of 
children for transition from 
preschool to formal school 

Transition 
practices 
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Description (Nvivo 
Codes) Preliminary Thoughts (what is this about) 

Initial 
Categories Refined Categories Initial theme 

 Final 
Theme Core Concept 

  colonisation  Portuguese discovered mauritius . The  Dutch were 
first settlers . Colonisation started Dutch Colony 

colonisation  of 
Mauritius 

British 
Education 

System 

Education 
reform 

educatio 
reforms for 
pre-primary 

school 
readiness 

British colony The  Dutch were succeeded by British. British colony 
established British colony 

multilingual, multi-ethnic 
and multicultural island  

Mauritius is known as the multilingual, multi-ethnic 
and multicultural island due to colonisation Multi-lingual  

Mauritius 
Constitution in 

English language  

Pluristic society  
Mauritius as French Colony  promoted linguistic 
diversity .This is directly related to culture and 
educational concepts  

impact of 
colonisation on 
education 

 Constitutional 
Conference 

Mauritius Constitutional Conference with English as 
official language  

Official  
language  

British  education system Influence of British on the  education system of 
Mauritius  

English language 
for  education 
system  

     

Compulsory and free 
primary education 

Investment of resources in the education sector for 
the development of Mauritius 

Free Primary 
Education 

primary education 
cycle 

Reform in 
education 

policy 
 Nine-year compulsory 
and fundamental 
education cycle 

 Nine-year compulsory and fundamental education 
cycle and pre-vocational stream was introduced. 

 Nine-year 
education cycle 
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Teacher-Child ratio  the number of children a teacher can work with for  
quality teaching 

reform in 
primary teaching 

Reform in primary 
Education Policy  

Strategy Document on 
special education needs 

National Policy and Strategy Document on Special 
Education Needs and Inclusive Education 

Policy on special 
education needs 

pre-school services in 
primary curriculum 

quality of preschool services as pre-primary 
curriculum 

reform in 
primary 
curriculum 

smooth children  
transition (pre-primary to 
primary schools).  

Early Childhood Care and Education Authority Act 
was promulgated Bridging the Gap Project to 
smooth transition of children from pre-primary to 
primary schools.  

Early Childhood 
Care and 
Education 
Authority Act  

ECCEA Act 

Reform in Pre-
primary 

Education 
policy 

special education need 
policy 

 Set up of SEN Unit to implement SEN policy 
through the ECCEA 

Early Childhood 
Care and 
Education 
Authority Act  

School 
Readiness 

 preschooland primary  
education 

National Curriculum Framework for Pre-Primary 
was created 

Pre-Primary 
National 
Curriculam 
Framework 

Pre-
PrimaryNational 
Curriculam 
Framework 
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 readiness of the new 
entrants Introduction of Developmental Learner Profile Preschool 

teachers 

Developmental 
learner profile 

Early Childhood 
Education  

Guideline for preschool 
teachers 

Preschool curriculum guideline for development of 
children 

Preschool 
teachers 

Literacy, numeracy, 
socio-emotional 
competencies 

What children need to know before going to 
primary school 

Preschool 
teaching 

Introduction of 
Developmental Learner 
Profile 

What teacher need to know about child going from 
pre-primary to primary school 

Introduction of 
Developmental 
Learner Profile 

Description (Invivo 
Codes) Preliminary Thoughts (what is this about) 

Initial 
Categories Refined Categories Initial theme 

 Final 
Theme Core Concept 
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Factors influencing 
transition of children 

Age of entry to formal school; Difference in 
settings; Relationships; Curriculum continuity 

Factors 
influencing 
transition of 
children 

Preschool 
teachers and 

transition 
practices 

Preparing 
children for 

formal 
schooling 

Transition 
practices 

theory 

Theory and 
models of 
transition 
practices 

Parent - teacher 
relationship; Parental 
involvement 

Parental involvement in education of children 
leads to successful transition 

Preschool and 
primary school 

Policy to prepare 
children for formal 
schooling 

It is mandatory to prepare children for formal 
schooling. 

Preschool 
teachers 

Transition practices How preschool and primary school teachers 
construct their practices. 

Need for 
transition 
practices 

What transition 
practices work? 
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Factors influencing 
transition of children; 
Adjustment in primary 
school;  Quality 
education 

Provision of quality education to prepare 
children for formal schooling 

Factors 
influencing 
transition of 
children 

Sense of belonging; 
Adjustment 

Teacher-child relationship during transition 
improves adjustment 

Sense of 
belonging - 
factor for 
adjustment 

Adjusting to 
formal schooling 

Primary 
school  Transition practices Sending and receiving teachers practices 

during transition process 
Transition 
practices 

behavioral skills; 
socio-emotional 
development 

Behavioral skills and socio-emotional 
development determines adjustment to formal 
schools 

adjustment to 
formal school 
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socio-emotional 
development 

socio-emotional development of the child and 
adjustment in formal classroom 

adjustment to 
formal school 

Curriculum 
continuity; curriculum 
guidelines; building 
on existing knowledge 

Curriculum continuity as transition practice Transition 
practices 

Types of 
transition 
practices 

internationally 

Curriculum 
continuity as 

transition 
practice 

Building on existing 
knowledge  Curriculum continuity as transition practice Transition 

practices 

Teachers transition 
practices 

how can teacher implement effective 
transition practices 

Transition 
practices 
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Class size, subject 
based curriculum, 
school rules, 
homework, tight 
timetable, long school 
hours, literacy and 
numeracy skills 

Determinants of effective transition Challenges of 
transition 

Transition 
practices for 

school readiness 

Preschools 
practices 

School readiness; 
preschool curriculum 
guidelines 

Knowledge and skills children should acquire 
through a guided curriculum 

School 
readiness; 
curriculum 
guidelines 

Policy decision; 
Provision of quality 
early years education 

Introduction of EYFS Quality 
Education 

Early years 
education 
transition 

practices in UK 

British 
transition 
practices 
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Assessment of 
children; Record of 
observation; 
Curriculum 
Framework; Guideline 
for teachers 

What children need to know before going to 
primary school 

Preschool 
teacher 

School readiness; 
curriculum continuity 

What teacher need to know about child going 
from pre-primary to primary school 

Curriculum 
continuity; 
school 
readiness 

preschool versus 
primary school 
education 

Differences between preschool and primary 
school 

Distinction 
between 
preschool and 
primary school 
education 

Pedagogical 
continuity as 

transition 
practice 

Transition 
practices in 
preschools 

and primary 
schools 
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Pedagogical 
continuity  

Continuity of pedagogy to smooth transition 
to formal schooling 

Pedagogical 
continuity 

Transition activities Transition activities to prepare of children for 
transition from preschool to formal school 

Transition 
practices 

Transition 
practices for 

sending teachers 

Parental involvement 
Parental involvement in education of children 
leads to successful transition and academic 
success 

Transition 
practices 

Prepared teachers; 
Ready children; 
school readiness 

Prepared teachers and ready children lead to 
positive transition 

Readiness of 
teachers and 
children 

Transition 
practices of 
receiving 
teachers 
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Curriculum continuity 
Curriculum continuity and sharing of 
information between preschools and primary 
schools  

Transition 
practices 

Teacher - Child 
interaction; Emotional 
support 

Teachers influence learning through 
interaction and emotional support 

Primary 
teachers 

Classroom 
organization Classroom organization in primary schools Primary 

teachers 

Transition practices; 
family involvement 

Transition practices involving families has 
positive effect on children's academic 
achievement 

Preschool and 
Primary 
teachers 

Quality teacher-
focused transtion 

practices Policy to reduce drop-
outs and failure 
rates;Quality primary 
education 

Drop-outs and failure rates are of major 
concern to policy makers 

Quality 
Education 

Quality 
Education  
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Role of the preschool 
teacher; Role of the 
primary school 
teacher 

Role of preschool and primary school 
teachers in transition 

Preschool and 
primary school 
teachers 

Models of 
transition 
practices 

Consequential 
transition 

Transfer of knowledge from one situation to 
another setting 

Transition 
theory 

Theory for 
present study 

Consequential 
transition 

theory 

Types of transition Consequential transition can be of four types Transition 
theory 

Prepare children  How teachers prepare children for formal 
schooling 

Transition 
theory 

Mediational transition Study how teachers prepare children for the 
transition from preschool to primary school 

Transition 
theory 

Description (Invivo 
Codes) Preliminary Thoughts (what is this about) 

Initial 
Categories Refined Categories Initial theme 

 Final 
Theme Core Concept 
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Teaching and learning 
in Early Childhood 
Education; Different 
transitions in the life 
of the child 

Preschool and primary school teaching and 
learning in relation to different transitions the 
child has to go through in life 

Strategic Plan 
2008 - 2020 

Education policy 
and reform 

Policy and 
practices 

School 
Readiness 

 
Preschool education; 
Cognitive skills; 
Behavioral skills; 
school readiness 

Preschool teachers must prepare children for 
primary school education 

Sending 
teachers 

 

Domains of 
development; 
foundations for 
learning in preschools; 
Policy 

Sending teachers must ensure school 
readiness of children through the domains of 
development, self-development, with 
necessary skills and knowledge for further 
learning. 

  EHRSP 2008 
– 2020 

 

School readiness; 
Role of sending 
teachers; Role of 
preschool education 

Sending teachers must prepare children for 
primary school 

Sending 
teachers 
focused 
transition 
practices 

Transition 
practices of 
sending and 

receiving 
teachers 
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Readiness; Quality of 
education 

Quality of education to become ready for 
formal schooling. 

Readiness as 
transition 
practice 

 
School readiness; 
Transition practices at 
receiving end 

Receiving teachers practices and new learners 
at the time of transition. 

Receiving 
teachers 
transition 
practices  

Sending teachers 
transition practices; 
School readiness 

Sending teachers shape school experiences of 
children leading to school readiness 

Sending 
teachers 
focused 
transition 
practices  

Skills for school 
readiness 

Sending teachers teach skills to become ready 
for formal schools 

Independent 
skills 

Practices of 
sending teachers 

Transition 
practices of 

sending 
teachers 

 

School readiness What children need to acquire before going to 
primary school 

Preschool 
education 

 
Skills for school 
readiness 

What skills children should acquire for a 
smooth transition 

Skills for 
primary 
schools  

Skills for school 
readiness 

Skills children should acquire before moving 
to primary school 

Factors of 
school 
readiness 
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Readiness of children Sending teachers must prepare children for 
primary school 

Early 
Childhood 
Care 
Education 
setting  

Quality Early 
Childhood Education; 
Curriculum 
guidelines; Policy  

National Curriculum guidelines to ensure 
quality early childhood education 

Quality Early 
Childhood 
Education Curriculum 

guidelines and 
quality 

education 

Quality Early 
Childhood 
Education 

National 
Curriculum 
Framework 

and 
transition 
practices 

 

Teacher-focused 
transition practices; 
Curriculum guidelines 

Teachers transition practices influenced by 
curriculum guidelines 

Curriculum 
guidelines 

 

Policy; Teachers' 
characteristics Teachers abiding to policies Teacher 

practices 

Practices and 
continuity in 

early childhood 
education 

Pedagogical 
and 

Curriculum 
continuity 

 
Policy; National 
Curriculum 
Frameworks; 
Continuity 

A link needs to be established between 
preschool and primary school curriculum to 
ensure continuity 

Curriculum 
continuity 

 

Pedagogical 
continuity  

For smooth transition to formal schooling 
there need to be continuity 

Curriculum 
and 
pedagogical 
continuity  
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Policy; National 
Curriculum 
Frameworks; 
Continuity; Academic 
achievement; Teacher 
transition practices 

Transition practices of teachers are influenced 
by policy and curriculum guidelines 

Teacher 
practices 

 

Teacher focused 
practices 

Teacher creates the learner and the social 
being of the child 

Teacher 
focused 
practices 

 

Sending teachers 

Preschool teachers know the children in their 
setting before they go to primary school 
where the teacher knows nothing yet about 
them. 

Sending 
teachers 

Practices of 
sending and 

receiving 
teachers 

Teaching 
process  

Prepare 
children 

from 
preschools 
to primary 

schools 

 
Sending and receiving 
teachers 

Teachers influence learning process of 
children 

Teaching 
children  

Transition practices Sharing of information on children by sending 
and receiving teachers. 

Sending and 
receiving 
teachers 

 

Preschool practices Preschool teachers help children develop 
socially. 

Practices of 
sending 
teachers  
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Receiving teachers; 
Transition practice; 
Effective teaching and 
learning 

Receiving teachers focus on encouraging 
children to learn if they have the dispositions 
and attitudes. 

Receiving 
teachers 

 

Language use for 
instruction; Transition 
Practice 

Teachers must use appropriate language for 
instruction 

Transition 
practices 

Developmentally 
Appropriate 
practices in 

Early Childhood 
Education 

 

Teaching philosophy; 
Teacher focused  

Sending and receiving teachers have their 
own teaching philosophy which needs to be 
bridged. 

Philosophy of 
practice 

 

Profiling techniques; 
teaching practices 

Techniques used by teachers to evaluate 
instruction  

Appropriate 
teaching 
practice 

 

Academic skills Emphasis is laid on academic skills during 
transition from preschool to primary school 

Teaching in 
Early 
Childhood 
Education  
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Transition process; 
Continuity in learning;  

Children should be prepared for continuity in 
learning in any transition process 

Teaching for 
continuity 

Pedagogical 
continuity in 
early years 

Practices 
ensuring 

continuity 

 

School readiness of 
children; Preparation 
of children 

What is expected from the child should be 
communicated to the child 

Transition 
practices 

 

Pedagogical 
continuity  

Pedagogy is the root of preparing children for 
primary schools 

Early 
Childhood 
Education  

Receiving teachers; 
Transition practice; 
Continuity 

Receiving teachers promote continuity 
through developmentally appropriate 
practices 

Receiving 
teachers 

Transition 
activities 

 
Transition activities; 
Transition practices; 
Sending teachers 

Sending teachers can facilitate transition of 
children to primary schools through transition 
activities. 

Sending 
teachers 

 

Transition activities; 
adjustment; transition 
practices 

Transition activities to prepare of children for 
transition from preschool to formal school 

Transition 
practices 
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APPENDIX IV: Code book for interview transcripts 
 

Observatio
n 

Transcript Description 
(Nvivo Codes) 

Preliminary 
Thoughts (what 
is this about) 

Initial 
Categor
ies 

Refined 
Categorie
s 

Initial 
theme 

 Final 
Theme 

Core 
Concept 

Final 
Conce
pt 

 

1   Mauritius was 
discovered by the 
Portuguese in 
1540, the Dutch 
settled on the 
island with a 
handful of 
African and 
Indian slaves 
between 1598 to 
1710  

Colonisation  Portuguese 
discovered 
mauritius . The  
Dutch were 
first settlers . 
Colonisation 
started 

Dutch 
Colony 

colonisat
ion  of 
Mauritiu
s 

British 
Educati
on 
System 

Educatio
n reform 

educati
on 
reforms 
for 
primary 
school 
readine
ss 

Prima
ry 
school 
readin
ess 

Scho
ol 
readi
ness 
transi
tion 
practi
ces 
for 
transi
tion 
from 
presc
hools 
to 
prim
ary 
scho
ols 

2   The French 
succeeded Dutch 
in 1715 until the 
arrival of the 
British in the year 
1810  

British colony The  Dutch 
were 
succeeded by 
French.  British 
colony 
established 

British 
colony 

3   The plural society 
of Mauritius is 
therefore due to 
its history of 
colonisation, 
Mauritius is 
known as the 
multilingual, 
multi-ethnic and 
multicultural 
island 

multilingual, 
multi-ethnic 
and 
multicultural 
island  

Mauritius is 
known as the 
multilingual, 
multi-ethnic 
and 
multicultural 
island due to 
colonisation 

Multi-
lingual  

Mauritiu
s 
Constitut
ion in 
English 
language  
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4   Mauritius is one 
of the countries in 
the African 
continent that has 
dual language 
policy which is 
divergent from 
those of 
colonizing 
power.  Despite 
having been a 
British colony, 
Mauritius stuck 
to the French 
policy of not 
using African 
languages for 
teaching.  

Pluristic 
society  

Mauritius as 
French Colony  
promoted 
linguistic 
diversity .This 
is directly 
related to 
culture and 
educational 
concepts  

impact 
of 
colonis
ation on 
educati
on 

5   The Constitution 
of Mauritius was 
made final in a 
Constitutional 
Conference in 
1965 in London 
and the official 
language is 
English.  

 Constitutional 
Conference 

Mauritius 
Constitutional 
Conference 
with English as 
official 
language  

Official  
languag
e  

6   The Education 
System in the 
island is closely 
related to that of 
the British  

British  
education 
system 

Influence of 
British on the  
education 
system of 
Mauritius  

English 
languag
e for  
educati
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on 
system  

7   Mauritius got its 
independence.  
Education 
became one of 
the main 
preoccupations of 
the Mauritian 
Government.  
Investment of 
resources, both 
human and 
material in the 
Education Sector 
led to progress.  
3+ and 4+ aged 
children received 
per capita grant.  
Expansive 
primary-school 
building 
programme that 
extended free 
primary 
education to all 
Mauritian 
children. 

Compulsory 
and free 
primary 
education 

Investment of 
resources in the 
education 
sector for the 
development of 
Mauritius 

Free 
Primary 
Educati
on 

primary 
educatio
n cycle 

Reform 
in 
educati
on 
policy 
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8   After Jomtien 
Conference in 
1990, a Master 
Plan on 
Education for an 
overall 
transformation of 
the system was 
formulated.  
Nine-year 
compulsory and 
fundamental 
education cycle 
was introduced.  
Students who fail 
CPE in two 
sittings joined 
prevocational 
stream for three 
continuous years. 

Nine-year 
compulsory 
and 
fundamental 
education cycle 

 Nine-year 
compulsory 
and 
fundamental 
education cycle 
and pre-
vocational 
stream was 
introduced. 

 Nine-
year 
educati
on 
cycle 

9   Quality education 
is determined by 
the number of 
children a teacher 
can work with in 
a classroom and 
quality teaching 

Teacher-Child 
ratio 

 the number of 
children a 
teacher can 
work with for  
quality 
teaching 

reform 
in 
primary 
teachin
g 

Reform 
in 
primary 
Educatio
n Policy  
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1
0 

  Towards a 
Quality 
Curriculum – 
Strategy for 
Reform was 
created. National 
Policy and 
Strategy 
Document on 
Special 
Education Needs 
and Inclusive 
Education in 
Mauritius to 
respond to 
specific and 
emerging 
educational needs 
of all children 
with special 
educational needs 
with focus on the 
SEN of all 
children with 
disabilities.  
Diagnostic 
Assessment in 
Standard III was 
introduced. 

Strategy 
Document on 
special 
education 
needs 

National Policy 
and Strategy 
Document on 
Special 
Education 
Needs and 
Inclusive 
Education 

Policy 
on 
special 
educati
on 
needs 
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1
1 

  The Ministry set 
up  
- a proper 
structure for 
training of 
preschool 
teachers 
- the provision of 
preschool 
services  
- a proper 
structure to 
ensure the quality 
of preschool 
services that was 
being given in the 
private sector 
- A pre-primary 
curriculum  

Pre-school 
services and 
preprimary 
curriculum 

quality of 
preschool 
services 
through pre-
primary 
curriculum 

reform 
in 
primary 
curricul
um 

1
2 

  Education and 
Human 
Resources 
Strategy Plan 
2008 – 2020 
focused on Early 
Childhood Care 
and Education 
Authority Act 
was promulgated 
Bridging the Gap 
Project to smooth 
transition of 

smooth 
children  
transition (pre-
primary to 
primary 
schools).  

Early 
Childhood 
Care and 
Education 
Authority Act 
was 
promulgated 
Bridging the 
Gap Project to 
smooth 
transition of 
children from 
pre-primary to 

Early 
Childho
od Care 
and 
Educati
on 
Authori
ty Act  

ECCEA 
Act 

Reform 
in Pre-
primary 
Educati
on 
policy 

School 
Readines
s 
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children from 
pre-primary to 
primary schools.  
Baseline 
Profiling was 
introduced in 
Standard I.  
National 
Curriculum 
Framework 
Primary saw the 
light. 

primary 
schools.  

1
3 

  Early Childhood 
Care and 
Education 
Authority was set 
up.  Set up of 
SEN Unit to 
implement SEN 
policy through 
the ECCEA. 
2 years preschool 
education + 6 
years of primary 
education + 5 
years lower 
secondary + 2 
years upper 
secondary then 
students move to 
Higher Education 
and from there to 

special 
education need 
policy 

 Set up of SEN 
Unit to 
implement 
SEN policy 
through the 
ECCEA 

Early 
Childho
od Care 
and 
Educati
on 
Authori
ty Act  
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labour market.  3 
years’ 
prevocational 
stream for those 
who failed the 
CPE after 
primary 
schooling was 
added. 

1
4 

  Remedial 
Education for 
Standard III and 
Enhancement 
programme for 
Standard III and 
IV were 
introduced.  
Introduction of 
Kreol Morisien as 
subject in Grade I 
for primary 
schoolers. 
National 
Curriculum 
Framework for 
Pre-Primary was 
created.  

Preschool and 
primary  
education 

National 
Curriculum 
Framework for 
Pre-Primary 
was created 

Pre-
Primary 
Nationa
l 
Curricu
lam 
Frame
work 

Pre-
Primary
National 
Curricula
m 
Framewo
rk 
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1
5 

  Introduction of 
Developmental 
Learner Profile, a 
tool used by 
teachers to record 
achievements, 
abilities and 
potential of 
children before 
they move to 
primary schools.  
Primary School 
Readiness was 
introduced in 
Grade I to enable 
primary school 
teachers to know 
the readiness of 
the new entrants. 
Manual of 
Activities for Pre-
primary school 
teachers. 

Readiness of 
the new 
entrants 

Introduction of 
Developmental 
Learner Profile 

Introdu
ction of 
Develo
pmental 
Learner 
Profile 
(DLP) 

Develop
mental 
learner 
profile 

Early 
Childho
od 
Educati
on  

1
6 

  Guidelines for a 
universal set of 
standards for 
learning, 
development and 
care that young 
children should 
experience in all 
preschools 

Guideline for 
preschool 
teachers 

Preschool 
curriculum 
guideline for 
development of 
children 

Prescho
ol 
curricul
um 
guideli
ne 
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1
7 

  The DLP is filled 
by the preschool 
teachers and sent 
to the primary 
school teachers.  
The PSR is a 
booklet of 
worksheets and 
activities that 
primary school 
teachers use to 
learn about the 
prior experience 
and learning of 
the new primary 
school entrants. 

Introduction of 
Developmental 
Learner Profile 

What teacher 
need to know 
about child 
going from 
pre-primary to 
primary school 

Use of 
the 
Develo
pmental 
Learner 
Profile 
(DLP) 

1
8 

  The NCF PP has 
been worked out 
in such a way that 
there all children 
have the 
opportunity to 
acquire early 
learning 
experiences 
through an anti-
discriminatory 
practice.The 
document 
proposes 
guidelines for a 
universal set of 

Obey rules; 
Follow 
instructions 

What children 
need to know 
before going to 
primary school 

Prescho
ol 
teachin
g 

Use of 
NCF PP 
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standards for 
learning, 
development and 
care that young 
children should 
experience in all 
preschools.  
Developmental 
needs of young 
learners and the 
environment in 
which learning 
should take place 
have been 
addressed.   

1
9 

Teacher 
uses the 
NCF PP as 
a guide to 
design, 
plan and 
implement 
activities.   

The NCF PP is 
used to prepare 
activities.  The 
objectives of 
activities are 
according to the 
performance 
indicators of 
respective areas 
of learning. 

Policy 
document; 
National 
Curriculum 
Framework 
PrePrimary; 
Preparing 
activities; 
Quality Early 
Childhood 
Education 

Teacher 
desgins, plans 
and 
implements 
activities by 
using the NCF 
PP. 

NCF 
PP and 
prepara
tion of 
activitie
s 
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2
0 

 
Transition of 
children in early 
years is 
influenced by 
various factors 
such as, age of 
entry in formal 
schooling, the 
difference in the 
settings, 
relationships, 
curriculum 
continuity among 
others. 

children  
transition 
factors 

Age of entry to 
formal school; 
Difference in 
settings; 
Relationships; 
Curriculum 
continuity 

Factors 
influen
cing 
transiti
on of 
childre
n 

Factors 
influenci
ng 
transition 
of 
children 

Transiti
on from 
prescho
ol to 
primary 
school 

Transitio
n 
practices 
for 
school 
readiness 

Quality 
transiti
on 
practice
s for 
school 
readine
ss 

Qualit
y 
transit
ion 
practi
ces in 
Early  
Years 

2
1 

 
Attendance in 
preschool and 
parents had some 
positive 
influences on 
children’s 
transition and 
adjustment to 
school and they 
concluded that 
there need to be 
an increase 
awareness of the 
importance and 
effectiveness of 
early childhood 
education in 
preparing 

Factors 
influencing 
transition of 
children; 
Adjustment in 
primary school;  
Quality 
education 

Provision of 
quality 
education to 
prepare 
children for 
formal 
schooling 

Factors 
influen
cing 
transiti
on of 
childre
n 
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learners for 
successful 
learning.  
Preschools hold 
an important role 
in supporting 
children’s 
adjustment to 
school and it was 
the government 
who should 
provide quality 
preschool 
provision.  

2
2 

 
Children showing 
better 
behavioural skills 
in Scottish 
primary schools, 
teachers tended to 
rate higher their 
school 
adjustment. 
Teachers 
reported more 
interest in 
children´s 
personal 
development 
(i.e., emotional 
and social) during 

 behavioral 
skills 

Behavioral 
skills and 
socio-
emotional 
development 
determines 
adjustment to 
formal schools 

Behavi
oral 
skills 
for 
adjustm
ent in 
formal 
school 

Adjustm
ent to 
formal 
school 
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this period than in 
any specific 
academic skill.  

2
3 

 
Children showing 
better 
behavioural skills 
in Scottish 
primary schools, 
teachers tended to 
rate higher their 
school 
adjustment. 
Teachers 
reported more 
interest in 
children´s 
personal 
development 
(i.e., emotional 
and social) during 
this period than in 
any specific 
academic skill.  

 behavioral 
skills 

Behavioral 
skills and 
socio-
emotional 
development 
determines 
adjustment to 
formal schools 

Behavi
oral 
skills 
and 
socio-
emotio
nal 
develop
ment 
for 
adjustm
ent in 
formal 
school 
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2
4 

 
The role of socio-
emotional 
development is a 
key point to 
foster transition 
to primary 
school. This 
socio-emotional 
development is 
intrinsically 
linked to the 
ability –among 
others- to make 
friends and 
general 
socialisation in 
classroom and 
arguably has a 
positive effect on 
behaviour in the 
classroom. 

socio-
emotional 
development 

socio-
emotional 
development of 
the child and 
adjustment in 
formal 
classroom 

Socio-
emotio
nal 
develop
ment 
for 
adjustm
ent in 
formal 
school 

2
5 

 
Transition and 
adjustment are 
closely 
intertwined and 
the ‘oneness’ or 
belonging is a 
key indicator of 
successful 
transition.  
Oneness is 
associated with 

Sense of 
belonging; 
Adjustment 

Teacher-child 
relationship 
during 
transition 
improves 
adjustment 

Sense 
of 
belongi
ng - 
factor 
for 
adjustm
ent 

Factor of 
adjustme
nt 
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the child’s sense 
of identity and 
belonging, which 
means that when 
children feel 
valued and 
supported, 
connected with 
others and the 
new setting, they 
adjust more 
easily. 

2
6 

 
Transition 
practices 
contribute not 
only to the 
parent-teacher 
relationship but 
to the 
involvement of 
parents in the 
school 
experience of the 
students as 
critical outcome 
variables within 
successful 
transition to 
elementary 
school. 

Parental 
involvement 

Parental 
involvement in 
education of 
children leads 
to successful 
transition 

Parenta
l 
involve
ment 

Importan
ce of 
parental 
involvem
ent 

Parenta
l 
involve
ment  
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2
7 

Teacher 
talks to 
parents of 
children at 
the time 
they drop 
the child to 
school or 
at pick-up 
time. 

Parents are made 
aware of child's 
effort, 
achievement and 
behavior 

Parental 
involvement 

Parents are 
involved 
directly and 
indirectly in 
the education 
of their child. 

Parenta
l 
involve
ment 

2
8 

 
When parents 
participated in 
more transition 
activities, they 
became more 
involved in their 
child’s education. 
This element has 
shown great 
influence during 
this transition 
period given that 
it has been 
observed that 
major parental 
involvement 
leads to greater 
academic success  

Parent 
participation 

Parental 
involvement in 
education of 
children leads 
to successful 
transition and 
academic 
success 

Transiti
on 
practice
s 

Parental 
involvem
ent as 
transition 
practice 

2
9 

Teacher 
invites 
parents to 
come to 

Teacher invites 
parents to be 
present for the 
show where their 

Preschool 
teacher 
practice; End of 
preschool; End 

Teacher invites 
parents for the 
show where 

Parenta
l 
involve
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school for 
end of year 
celebration
. 

children will be 
performing on 
stage. 

of year 
activities 

their children 
will perform. 

ment in 
school 

3
0 

 
Teacher’s 
frequent use of 
transition 
practices was 
associated to a 
major family 
involvement 
which in turn had 
a positive effect 
on children´s 
academic 
attainment.  

child academic 
attainment 

Transition 
practices 
involving 
families has 
positive effect 
on children's 
academic 
achievement 

Teacher
s 
transiti
on 
practice
s 

3
1 

 
More attention 
should be given 
to the working 
practices that 
frame boundary 
work and 
boundary spaces 
had to be 
managed and 
they also 
proposed that 
there is a need to 
deepen the 
understanding 
about everyday 
transition 

Transition 
practices 

How preschool 
and primary 
school teachers 
construct their 
practices. 

Need 
for 
transiti
on 
practice
s 

Need for 
transition 
practices 

Transiti
on 
practice
s and 
transiti
on 
activitie
s 
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practices and as a 
means to develop 
good transition 
practices, there is 
the need to learn 
more about the 
processes in 
which the 
practices are 
constructed.  

3
2 

 
There is a need 
for teacher in the 
prior to school 
setting and the 
primary school to 
assist children 
more explicitly. 

Transition 
practices 

Sending and 
receiving 
teachers 
practices 
during 
transition 
process 

Teacher 
transiti
on 
practice
s 
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3
3 

 
The key elements 
in effective 
transition 
practice include 
teacher 
collaboration, 
parental 
participation and 
children’s agency 
gave rise to 
questions as 
follows: 
• How teachers 
may be supported 
to collaborate 
• In what ways 
can we make 
space for parental 
participation 
• What is meant 
by children’s 
agency and how 
does it help 

Transition 
practices 

how can 
teacher 
implement 
effective 
transition 
practices 

Teacher 
transiti
on 
practice
s 

Receivin
g teacher 
transition 
practices 

3
4 

Teacher 
introduces 
self and 
asks each 
child to 
introduce 
themselves 
by telling 
their 

Teacher 
introduces 
herself/himself to 
children and each 
child stands up 
and says their 
names and where 
they come from. 

Introduction of 
children and 
teacher; 
communication 
skills 

Teacher 
prompts 
children to 
engage in 
conversation 

Receivi
ng 
teacher 
practice
s 
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names and 
where they 
live. 

3
5 

Teacher 
introduces 
new rules 
of primary 
school. 

Teacher 
introduces the 
rules of the 
classroom to the 
new entrants.  For 
instance, they 
have to raise 
finger if they 
need to talk, they 
should not talk 
with their friends, 
they should be 
attentive, they 
need to ask for 
permission to go 
to toilet, etc. 

Follow rules 
and 
instructions; 
transition 
practice; 
Receiving 
teacher practice 
in primary 
classroom. 

Teacher 
teachers 
children the 
rules of the 
primary 
classroom. 

Pedago
gical 
approac
h in 
primary 
schools 
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3
6 

 
While there has 
been 
recommendation
s for child 
preparation yet 
most of the 
suggestions are 
directed toward 
parents and 
service providers, 
such as the use of 
timelines for 
completion of 
transition-related 
tasks and 
arranging visits to 
prospective 
programs. 

Transition 
activities 

Transition 
activities to 
prepare of 
children for 
transition from 
preschool to 
formal school 

Transiti
on 
activitie
s 

Transitio
n 
activities 

3
7 

Teacher 
encourage
s each 
child to 
come 
forward to 
show their 
talent: 
singing, 
poem 
recitation, 
dance 
moves. 

After the break, 
teacher asks each 
child if they 
know how to 
dance or sing or 
recite poems etc.   
Each child is 
requested to 
come forward to 
show their talent 
to the class.  
Some children 
were at ease 
while some did 

Relationship 
building; 
Teacher-child 
interaction; 
Getting to 
know the new 
comers; 

Teacher learns 
about the new 
schoolers. 

Receivi
ng 
teacher 
transiti
on 
activity 
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not respond much 
in this activity. 

3
8 

Grade 1 
teachers 
welcome 
children 
with 
colouring 
and 
drawing 
activities 
and story 
telling. 

Teacher take 
children to their 
classroom first 
and give them 
papers and 
crayons to draw 
and colour.  
During the 
activity, the 
teacher tries to 
interact with each 
one. 

First day in 
primary 
classroom; 
Transition 
activity; 
Interaction  

Teacher puts 
children at ease 
in their new 
classroom  by 
introducing 
activities that 
they are 
familiar with in 
preschools. 

Transiti
on 
activitie
s 

3
9 

 
South Africa has 
established a 
policy to assist in 
preparing 
children for 
formal schooling 
through the 
development of 
the 2001 White 
Paper No. 5 on 
Early Childhood 
Development. 

 formal 
schooling 
policy 

It is mandatory 
to prepare 
children for 
formal 
schooling. 

Prepare 
childre
n for 
formal 
school 

Quality 
early 
years 
educatio
n 

Quality 
Educati
on in 
Early 
Years 

Quality 
in Early 
Years 
Educatio
n and 
transition 
practices 
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4
0 

 
The British 
Government 
introduced the 
EYFS in 2008 in 
order to ensure 
that the provision 
of quality early 
years education is 
consistent 
throughout the 
country.  It has 
been recognised 
that the 
introduction of 
the EYFS, shows 
its commitment 
to early years 
education.  

 Early Years 
Education 
Policy 

Introduction of 
EYFS 

Early 
Years 
Founda
tion 
Stage in 
UK 

4
1 

 
Tackling drop-
out and failure 
rates are of 
particular 
importance in 
light of 
international 
commitments and 
policies 
regarding 
universal 
coverage and the 
provision of high 
quality 

 drop-outs and 
failure rates 

Drop-outs and 
failure rates are 
of major 
concern to 
policy makers 

Provisi
on of 
quality 
educati
on 
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educational 
services in 
primary 
education  

4
2 

 
There is an 
awareness of the 
benefits of cross-
sector 
collaboration, the 
sharing of 
knowledge and 
the importance of 
creating 
opportunities for 
children to build 
on what they 
already know, 
can do and have 
experienced. 
Transition 
practices have an 
impact on 
curriculum and 
its 
implementation.  

knowledge 
base of 
Curriculum  

Curriculum 
continuity as 
transition 
practice 

Curricu
lum and 
transiti
on 

Curricul
um 
continuit
y as 
transition 
practice 
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4
3 

 
Children should 
be supported to 
demonstrate and 
use what they 
know, and their 
skills, sense of 
worth and self-
directed learning 
can bridge into 
new 
opportunities 
consistently and 
confidently.   

transition base 
of curriculum 

Curriculum 
continuity as 
transition 
practice 

Curricu
lum 
continu
ity as 
transiti
on 
practice 

4
4 

 
Alignment of the 
curricula and 
sharing written 
information 
between 
preschool and 
primary school 
were the best 
predictors for a 
positive 
children’s skills 
development. 
The more 
diversity of 
transition 
practices 
implemented, 
predicted 
specifically a 

Children skill 
development 

Curriculum 
continuity and 
sharing of 
information 
between 
preschools and 
primary 
schools  

Curricu
lum 
continu
ity and 
sharing 
of 
informa
tion 

Curricul
um and 
pedagogi
cal 
continuit
y 
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major 
development on 
children’s 
academic skills. 

4
5 

 
Whilst all of 
these 
discontinuities 
impact on 
children’s 
transitions 
differently, there 
is a strong 
consensus that 
pedagogical 
discontinuities 
are the most 
pertinent with 
regard to the 
polarisation of 
Early Years 
Foundation Stage 
and Year 1 
provision.  
Evidently, there 
is an absence of 
bridging between 

Pedagogical 
continuity  

Continuity of 
pedagogy to 
smooth 
transition to 
formal 
schooling 

Pedago
gical 
continu
ity 
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these two phases 
of education, 
meaning, 
children are at 
risk of 
experiencing an 
abrupt transition 
to formal 
schooling. 

4
6 

 
In the United 
Kingdom, the 
Early Years 
Foundation Stage 
(EYFS) sets the 
standards that all 
early years 
providers must 
meet to ensure 
that children 
learn and develop 
well and are kept 
healthy and safe.  
It promotes 
teaching and 
learning to ensure 
children’s 

Preschool 
curriculum 
guidelines 

Knowledge 
and skills 
children should 
acquire 
through a 
guided 
curriculum 

Curricu
lum 
guideli
nes 

British 
transition 
practices 

British 
transiti
on 
practice
s and 
distincti
on 
betwee
n 
prescho
ol and 
primary 
school 
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‘school 
readiness’ and 
gives children the 
broad range of 
knowledge and 
skills that provide 
the right 
foundation for 
good future 
progress through 
school and life 
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4
7 

 
The Early Years 
Foundation Stage 
Profile (EYFSP) 
which is a 
document that is 
filled by the 
teachers working 
with four to five 
years old.  It 
records each 
child’s progress 
and development.  
Children are 
assessed by the 
teacher who is 
meant to judge 
whether the child 
is acquiring the 
required level of 
development at 
the end of the 
reception year or 
the first year of 
primary 
schooling.  There 
are three levels of 
expectations, the 
expected level, 
the exceeding the 
level, and the not 
yet reaching the 
level (DfE, 

 Curriculum 
Framework 

What children 
need to know 
before going to 
primary school 

Teacher 
practice
s 
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2013).  The 
EYFS therefore is 
a prescribed 
curriculum that 
guides 
practitioners in 
their practice. 

4
8 

 
There are 
systematic 
differences 
between 
preschool and 
primary school 
education, with 
regard to physical 
environment, 
curriculum 
content, 
classroom 

contrast pre and  
primary 
schools 

Differences 
between 
preschool and 
primary school 

Distinct
ion 
betwee
n 
prescho
ol and 
primary 
school 
educati
on 

Differen
ce 
between 
preschoo
l and 
primary 
school 
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organisation, and 
pupil-teacher 
ratio  

4
9 

 
Larger class size, 
a subject based 
curriculum, 
stricter school 
rules, more 
homework, a 
tighter timetable 
and longer school 
hours which 
demand the use 
of literacy and 
numeracy skills 
are what make 
transition from 
preschool to 
primary school 
challenging 

school rules Determinants 
of effective 
transition 

Challen
ges of 
transiti
on 

5
0 

Children 
work in 
small 
groups of 
4-5 
children. 

In public 
preschools all 
children are 
grouped in one 
big room which is 
the preschool, 
while in private 
preschools each 

Teacher-child 
ratio; Grouping 
of children 

Sending 
teacher works 
with children 
in small groups 

Prescho
ol 
classro
om 
organis
ation 
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age group have a 
specific teacher 
assigned to the 
class.  Preschool 
teacher often 
works with not 
more than 12 
chidlren. 

5
1 

 
Transition 
intervention 
could have 
positive long-
term outcomes on 
children’s 
academic 
achievement. 
Having teachers 
well prepared and 
children ready to 
transition, a 
positive and 
direct impact on 
first grade failure 
and repetition 
rates was 
observed. There 
is an important 
impact on drop-
out and course 
repetition rates if 
transition process 
is not 

 school 
readiness 

Prepared 
teachers and 
ready children 
lead to positive 
transition 

Readin
ess of 
teacher
s and 
childre
n 

Receivin
g end 

Receivi
ng 
teacher 
practice
s 

Consequ
ential 
transition 
and 
transition 
practices 

Conseq
uential 
transiti
ons 
theory 
and 
transiti
on 
practice
s 
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appropriately 
addressed 

5
2 

 
Teachers’ 
emotional 
support was 
associated with a 
major 
phonological 
awareness.  
When a high 
quality teacher-
child interaction 
was observed, the 
vocabulary of 
fifth grade 
children 
increased 
significantly. 
Emotional and 
instructional 
teacher support 
was associated 

Emotional 
support 

Teachers 
influence 
learning 
through 
interaction and 
emotional 
support 

Support 
of 
primary 
teacher
s 
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with an 
improvement in 
word-reading.  

5
3 

 
Classroom 
organizations had 
a positive impact 
on the 
development of 
math skills. 

Classroom 
organization 

Classroom 
organization in 
primary 
schools 

Primary 
school 
classro
om 

Primary 
classroo
m 
organisat
ion 

5
4 

Teacher 
has 
decorated 
the 
classroom 
with paper 
garlands, 
banners, 
charts and 
colourful 
'WELCO
ME' note. 

The classrooms 
look quite 
attractive to 
welcome the 
children.  
Teachers have 
invested time in 
putting up 
garlands, banners 
and new charts of 
alphabets and 
numbers. 

Primary 
classroom; 
First day in 
primary 
classroom 

Welcoming 
children in 
primary 
classroom 

First 
time in 
the 
primary 
school 
classro
om 
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5
5 

 
Once the 
transition period 
has taken place, 
the role of the 
preschools and 
the sending 
teachers comes to 
an end, while that 
of the primary 
school teachers 
becomes active 

teacher focused 
transition 

Role of 
preschool and 
primary school 
teachers in 
transition 

Role of 
sending 
and 
receivin
g 
teacher
s 

Role of 
receiving 
teachers 

5
6 

 
Consequential 
Theory (1999) is 
mainly concerned 
with how 
knowledge is 
transferred from 
one situation or 
setting to another.  
Transitions are 
consequential 
because they 
have an impact 
on the individual 
and the social 
context they live 
in. 

Consequential 
theory 

Transfer of 
knowledge 
from one 
situation to 
another setting 

Transiti
on from 
prescho
ol to 
primary 
school 

Transitio
n theory 

Theory 
of 
conseq
uential 
transiti
on 
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5
7 

 
Consequential 
transition is 
directed towards 
not only how 
education can 
prepare children, 
adolescents, and 
adults adapt to 
existing society 
by maintaining a 
certain degree of 
continuity in 
collective values 
and beliefs, but 
also how to 
prepare 
individuals to 
participate in the 
transformation of 
society 

consequential 
transition 

How teachers 
prepare 
children for 
formal 
schooling 

Conseq
uential 
transiti
on 

5
8 

 
Four types of 
transitions to 
understand the 
different form of 
consequential 
transition:  - 
Lateral, 
Collateral, 
Encompassing 
and Mediational 

Types of 
consequential 
transition 

Consequential 
transition can 
be of four types 

Types 
of 
conseq
uential 
transiti
on 
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5
9 

 
Consequential 
transition has 
been used in 
studying the 
transition from 
primary to 
secondary 
school.  The 
strategies used to 
smooth transition 
draws on 
mediational 
transition.  

Mediational 
transition 

Study how 
teachers 
prepare 
children for the 
transition from 
preschool to 
primary school 

Mediati
onal 
transiti
on 

6
0 

 
The Strategic 
Plan 2008 – 2020 
outlines two 
objectives on the 
preschool and 
primary school 
sector                                                
- lay emphasis on 
teaching and 
learning                       
- the different 
transitions in the 
life of the child  

school 
transition 

Preschool and 
primary school 
teaching and 
learning in 
relation to 
different 
transitions the 
child has to go 
through in life 

Strategi
c Plan 
2008 - 
2020 

Educatio
n Policy 

Quality 
Early 
Childho
od 
Educati
on 

Quality 
early 
years 
educatio
n 

Quality 
educati
on and 
policy 
in early 
years 
educati
on 

Teach
er 
focuse
d 
transit
ion 
practi
ces for 
school 
readin
ess 
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6
1 

 
Domains of 
development are 
being given more 
importance, the 
objective being 
“to ensure that 
ALL children 
aged 3 to 5 years 
in Mauritius have 
the opportunity to 
develop their 
individual 
intellectual, 
socio-emotional 
and psycho-
motor skills to the 
best of their 
capacity in order 
to build the 
confidence and 
self-esteem in 
learning that will 
not only prepare 
them for the next 
level (primary 
school) but, more 
importantly, lay 
the foundations 
for learning that 
will support them 
throughout their 
lifetime”. 

childhood 
learning  
foundations  

Sending 
teachers must 
ensure school 
readiness of 
children 
through the 
domains of 
development, 
self-
development, 
with necessary 
skills and 
knowledge for 
further 
learning. 

EHRSP 
2008 – 
2020 
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6
2 

 
Inherent 
differences in 
policies and 
frameworks 
which guide 
preschool and 
primary school 
curricula may 
create 
discontinuities 
and therefore 
prove 
challenging for 
young children  

education 
Policy 

A link needs to 
be established 
between 
preschool and 
primary school 
curriculum to 
ensure 
continuity 

Continu
ity from 
prescho
ol to 
primary 
school 

Pedagogi
cal 
continuit
y 

6
3 

 
To maintain 
continuity with 
primary schools, 
a rudimentary 
segregation need 
to exist with 
respect to the 
subjects they 
teach at the first 
grade of the 
primary school 

Pedagogical 
continuity  

For smooth 
transition to 
formal 
schooling there 
need to be 
continuity 

Pedago
gical 
continu
ity 

6
4 

Teacher 
ask 
children 
what they 
know 

Teacher uses 
charts to test prior 
knowledge of 
children.  
Literacy, 
numeracy and 

Literacy, 
numeracy and 
reading skills; 
pedagogical 
continuity; 
Receiving 
teacher practice 

Teacher finds 
out the prior 
knowledge of 
children  

Pedago
gical 
continu
ity 
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reading skills are 
focused upon.   

6
5 

 
Curriculum 
guidelines can be 
seen as a means 
to ensure 
continuity in 
children’s 
learning as they 
reach compulsory 
school age.  
Regulating 
curriculum has 
been seen as 
raising the status 
and visibility of 
early childhood 
institutions, a 
measure of 
quality 
improvement and 
equity, a goal-
steering device 
within the context 
of national 
decentralisation 
policies and as a 
way to establish a 
shared 

education 
policy on 
teaching 
Quality  

National 
Curriculum 
guidelines to 
ensure quality 
early childhood 
education 

Ensurin
g 
continu
ity 
policy 

Continuit
y from 
preschoo
l to 
primary 
school 

Teachin
g for 
continu
ity 
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framework of 
guiding 
principles among 
major 
stakeholders in 
the field  

6
6 

 
Transition is a 
process which 
does not end 
when children 
start school.  It is 
about creating a 
seamless process 
that will enable 
children to learn 
and develop 
continuously 
from home and 
early childhood 
settings to the 
primary school.   

childhood 
learning 
settings 

Children 
should be 
prepared for 
continuity in 
learning in any 
transition 
process 

Teachin
g for 
continu
ity 
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6
7 

 
Primary schools 
prepare for the 
transition of 
children into 
formal education 
while structuring 
the first year of 
formal education 
to deliver 
developmentally-
appropriate 
learning while 
promoting 
continuity.   

Receiving 
teachers 

Receiving 
teachers 
promote 
continuity 
through 
developmentall
y appropriate 
practices 

Promoti
ng 
continu
ity at 
receivin
g end 

Continuit
y in 
primary 
schools 

6
8 

Teacher 
tells a 
story to 
children 
before 
ending the 
day. 

Teacher relates a 
story to the 
children as they 
sit and listen.  
Some children try 
to engage in 
conversation with 
the teacher by 
telling parts of 
the story. 

Transition 
activity; End of 
first day at 
school; 
Teacher-Child 
relationship; 
Relationship 
building; 
Interaction 

Teacher 
engages in 
story telling 
and observe 
listening skills 
and attention of 
children. 

Activiti
es on 
first 
day at 
school 

6
9 

Teacher 
take 
worksheet
s for 
children to 
work. 

Teacher starts the 
first full day of 
school with 
worksheets of 
drawing and 
colouring 
activity.   

Transition 
activity; New 
entrants first 
full day at 
school; 
Pedagogical 
continuity 

Teacher starts 
first full day 
with activities 
related to 
preschool 

Receivi
ng 
teacher 
transiti
on 
focused 
practice
s 
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7
0 

 
The objectives of 
preschool 
education were to 
provide a smooth 
and successful 
induction to 
primary school 
and to develop 
cognitive and 
behavioural skills  

Preschool 
education  

Preschool 
teachers must 
prepare 
children for 
primary school 
education 

Role of 
Sendin
g 
teacher
s 

Role of 
sending 
teachers 

Sendin
g 
teacher
s 
practice
s 

Policy 
and 
sending 
teachers 
focused 
transition 
practices  

7
1 

 
The preschool 
teacher is the one 
who is aware 
about the child 
rather than the 
primary school 
teacher  

Sending 
teachers 

Preschool 
teachers know 
the children in 
their setting 
before they go 
to primary 
school where 
the teacher 
knows nothing 
yet about them. 

Sendin
g 
teacher
s 

7
2 

 
Teachers have to 
help children 
build new and 
trusting 
relationships 
within early 
childhood 
communities. 

Preschool 
practices; 
transition 
activities 

Preschool 
teachers help 
children 
develop 
socially. 

Sendin
g 
teacher
s 
practice 

Sending 
teachers 
practices 
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7
3 

 
Transition 
activities may 
contribute to 
continuity since 
continuity of 
learning 
experiences 
facilitates 
transition from 
preschool to 
primary school. 

Sending 
teachers; 
transition 
activities 

Sending 
teachers can 
facilitate 
transition of 
children to 
primary 
schools 
through 
transition 
activities. 

Sendin
g 
teacher
s 

7
4 

 
The ways in 
which policies 
are understood by 
those who need to 
put them into 
practice are 
influenced by 
social, 
institutional and 
personal 
characteristics.   

Teachers' 
characteristics 

Teachers 
abiding to 
policies 

Policy 
and 
teacher 
practice
s 

Policy 
and 
teachers 

Transiti
on in 
early 
years 
and 
policy 

7
5 

 
The role of 
teachers is to 
make children's 
dispositions to 
learn visible 

Sending and 
receiving 
teachers 

Teachers 
influence 
learning 
process of 
children 

Role of 
teacher
s 
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7
6 

Teacher 
encourage
s active 
participati
on of 
children in 
any 
activities. 

In conducting 
activities, teacher 
uses different 
teaching 
strategies but 
encourages 
children to 
participate 
actively.  
Children also 
show enthusiasm 
openly and 
freely. 

Active 
participation in 
activities; 
Freedom of 
expression of 
children 

Teacher 
prompts 
children to 
participate 
actively in 
class and allow 
them to express 
themselves/the
ir feelings 
freely. 

Sendin
g 
teacher 
practice
s 

Sending 
teacher 
practices 

Sendin
g and 
receivin
g 
teacher
s 
practice
s 

Sending 
and 
receiving 
teachers 
practices  

Pedago
gical 
approac
hes and 
practice
s in 
early 
prescho
ols and 
primary 
schools 

7
7 

Teacher 
helps 
chidlren 
throughout 
the day in 
the 
preschool 
classroom.   

Teachers and 
carers look after 
chidren and help 
them all the time 
they seek for 
help.  

Help children Teacher offers 
help to children 
all the time. 

Sendin
g 
teacher 
practice
s 

7
8 

Teacher 
deals with 
children 
who cry  

Some children 
cry on the first 
few days when 
they join primary 
schools.  
Receiving 
teacher try to 
divert their minds 
through activities 
and remind the 
children that they 

Receiving 
teacher 
transition 
practice; 
Transition to 
formal 
schooling; New 
environment 

Teacher asks 
children 
indirectly to 
adjust to the 
new classroom 

Receivi
ng 
teacher 
practice
s 

Receivin
g teacher 
practices 
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are now in the big 
school and it is 
not good to cry 
when  you are a 
big child. 

7
9 

Teacher 
tries to 
create a 
bond with 
children 
from a 
distance 

Teacher tries to 
build relationship 
with children so 
as to help them 
adjust in their 
new environment 
and to accept the 
fact that they are 
in a big school. 

Receiving 
teacher 
practice; 
Adjustment in 
primary 
schools 

Teacher helps 
children adjust 
in the primary 
classroom 

Receivi
ng 
teacher 
practice
s 

8
0 

 
School is an 
unchangeable 
unit to which the 
children have to 
adjust and to 
which the ECCE 
setting must 
deliver children 
who are ready. 

Role of 
preschools; 
Role of schools 

Sending 
teachers must 
prepare 
children for 
primary school 

Role of 
Sendin
g 
teacher
s 

Role of 
sending 
teachers 

8
1 

Teacher 
gives hugs 
and uses 
soft talks. 

Teacher hugs 
children freely 
and uses soft 
talks similar to 
motherly 

Preschool 
teacher 
practice;  

Teacher hugs 
children and 
uses soft talk in 
class 

Sendin
g 
teacher 
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language with 
language. 

8
2 

 
Not being ready 
for transition to 
school at some 
point can be 
detrimental to 
future learning 
and self-esteem.   
Transition to 
school is equally 
important as to 
what happens 
once the children 
are in schools. 

transition 
preparedness 

Transition to 
school is 
important for 
future learning 
and for the self-
esteem of the 
child 

Importa
nce of 
transiti
on 

Importan
ce of 
transition 

Sendin
g 
teacher
s 
focused 
transiti
on 
practice
s 

8
3 

 
Transition is a 
process which 
does not end 
when children 
start school.  It is 
about creating a 
seamless process 
that will enable 
children to learn 
and develop 
continuously 
from home and 
early childhood 
settings to the 
primary school.   

Process of 
transition; 
Importance of 
transition 

Transition is a 
process which 
caters for 
further learning 
continuosly 

Importa
nce of 
transiti
on 
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8
4 

 
Preschools need 
to work towards 
helping children 
develop their 
capacities in all 
the aspects of 
development.  
Preschool 
teachers need to 
prepare children 
for formal 
schooling.  It is 
through the 
acquisition of 
certain basic 
knowledge, 
skills, and 
competencies 
that children will 
be able to move 
from preschool to 
primary school. 

preschool 
teachers 
prepare 
children 

Sending 
teachers must 
prepare 
children for 
primary school 

Sendin
g 
teacher
s 
focused 
transiti
on 
practice
s 

Sending 
teachers 
focused 
transition 
practices 

8
5 

 
School readiness 
develops through 
school 
experiences of 
children, while 
they manage the 
various contexts 
and demands they 
come across, 
posits that school 

child school 
experiences 

Sending 
teachers shape 
school 
experiences of 
children 
leading to 
school 
readiness 

Sendin
g 
teacher
s 
focused 
transiti
on 
practice
s 



 

330 
 

and classroom 
practices and 
context of school 
shape 
experiences of 
children  

8
6 

Teacher 
sets the 
festive 
mood as it 
is end of  
year.  

Since it is end of 
the year and 
holidays are 
coming, teacher 
focuses more on 
preparation 
season's greetings 
and fun activities.  
The teacher 
conducts 
activities related 
to festive season 
and children are 
already in holiday 
mode. 

Preparation for 
end of year 

Teacher 
focuses on 
festive season 
and holiday. 

End of 
prescho
ol year 

Sending 
teacher 
practices 
for end of 
preschoo
l year 

8
7 

Teacher 
emphasise
s on 
preparing 
end of 
school. 

Teacher engages 
in activities that 
will enable a 
proper 
celebration of end 
of year before 
school closes for 
summer holidays.  
The emphasis is 

Preschool 
teacher 
practice; End of 
preschool; End 
of year 
activities 

Teacher 
prepares 
children for 
end of year 
stage shows 

End of 
prescho
ol year 
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more on dance, 
singing and other 
stage shows. 

8
8 

 
What educators 
do matters!’ and 
when the teachers 
notice, name and 
nurture each 
child’s 
dispositions to 
learn, they 
cultivate a 
community that 
values each 
child’s identity as 
a mighty learner 
and citizen.   

Teacher 
focused 
practices 

Teacher creates 
the learner and 
the social being 
of the child 

Teacher 
focused 
practice
s 

Pedagogi
cal 
approach 
in 
preschoo
ls 

Pedago
gical 
approac
h and 
curricul
um 
guideli
nes for 
transiti
on 

Pedagogi
cal 
approach
es in 
early 
years 
educatio
n 

8
9 

Children 
feel free to 
do any 
activity of 
their 
choice. 

Children are free 
to choose what 
they want to do, 
which play 
activity they want 
to engage into, 
and they are free 
to manipulate 
materials the 
teacher lays on 
the table. 

Practice in the 
preschool 
classroom 

Freedom to 
choose activity 
in the 
preschool 
classroom 

Child-
centred 
approac
h 



 

332 
 

9
0 

Teacher 
introduces 
the activity 
and uses 
child-
centered 
approach 

Teacher 
introduces 
activity to be 
done and display 
related materials 
and resources.  
Teacher allows 
children to 
manipulate the 
materials and 
starts by using 
questioning/brain
storming to begin 
an activity.  In 
some cases, the 
teacher uses 
recapitulation to 
begin an activity. 

Pedagogical 
approach; 
Teaching 
practice in 
preschool 
classroom 

Pedagogical 
approach used 
by preschool 
teacher to teach 
children 

Pedago
gical 
approac
h in 
prescho
ols 
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9
1 

 
The key role of 
the Government 
when they dictate 
teachers’ 
practices, with 
national 
guidelines which 
outline different 
models of 
teaching, give 
rise to 
discontinuities in 
the teachers’ 
pedagogies as 
they strive to 
meet these 
guidelines in their 
individual 
institutions.  
Teachers may opt 
away from the 
play focus of 
preschool due to 
the emphasis laid 
on performance 
for primary 
school children, 
so as to help them 
in their academic 
achievement.   

National 
Curriculum 
Framework; 
pedagogical 
approach; 
curriculum 
guidelines; 
Policy and 
transition of 
children;  

Transition 
practices of 
teachers are 
influenced by 
policy and 
curriculum 
guidelines 

Policy 
and 
curricul
um 
guideli
nes 
influen
cing 
teacher 
practice
s 

Curricul
um 
guideline
s 
influence 
transition 
practices 
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9
2 

 
How teachers 
make sense of 
curriculum 
initiatives and the 
impact these have 
on their thinking 
and daily practice 
is a basic issue in 
curriculum 
change  

Curriculum 
change; teacher 
practices 

Teachers 
transition 
practices 
influenced by 
curriculum 
guidelines 

Curricu
lum 
guideli
nes 
influen
cing 
teacher 
practice
s 

9
3 

 
Transition 
activities that 
helped in 
identifying 
feelings and 
promoting 
friendship 
enabled children 
to better adjust 
into primary 
school and 
developed a sense 
of belonging, 
formed new 
friendships and 
showed greater 
resilience  

Transition  
adjustment; 

Transition 
activities to 
prepare of 
children for 
transition from 
preschool to 
formal school 

Activiti
es 
easing 
transiti
on 

Sending 
and 
receiving 
teachers 
transition 
practices 

Transiti
on 
activitie
s 
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9
4 

Teacher 
gathers 
children 
during 
circle time 
for play 
and 
storytellin
g. 

Circle time is the 
time when 
teacher gathers 
children in a 
circle.  They sit 
on the floor and 
play games or 
gathers around 
the teacher to 
listen to stories.  
They also engage 
in conversation 
during circle 
time. 

Preschool 
teacher 
practice; 
Teaching 
strategy; Circle 
time 

Teacher 
engages 
children in 
activities 
during cirlce 
time. 

Sendin
g 
teacher 
transiti
on 
practice
s 

9
5 

Teacher 
takes 
children 
out from 
the 
classroom 
for a 
guided 
visit 
around the 
school. 

Teacher takes 
children for a tour 
of the school, 
showing them 
places they need 
to know, for 
instance, toilets, 
canteen and 
headmaster's 
office. 

Transition 
activity; First 
time visit in 
school;  

Teacher 
introduces the 
new school 
environment to 
children. 

Receivi
ng 
teacher 
transiti
on 
focused 
practice
s 
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9
6 

 
School readiness 
is also associated 
with self-
confidence, 
listening to 
instructions, 
showing curiosity 
and interest and 
being able to 
separate from 
their parent/carer 
for a whole day, 
counting, 
mathematical 
skills and reading 
and writing.   

School 
readiness; skills 
for school 
readiness 

What children 
need to acquire 
before going to 
primary school 

Skills 
for 
school 
readine
ss 

Acquisiti
on of 
skills for 
school 
readiness 

Factors 
of 
school 
readine
ss 

Teaching 
for 
school 
readiness 

Transiti
on 
practice
s for 
school 
readine
ss 

9
7 

Children 
follow 
rules and 
instruction
s that 
teacher 
gives 

Teacher 
introduces the 
rules for each 
activity and give 
instructions 
clearly.  Teacher 
teaches children 
to follow the 
rules and 
instructions. 

Obey rules; 
Follow 
instructions 

Teacher sets 
rules and give 
instruction for 
children to 
follow. 

Follow 
rules 
and 
instruct
ions 
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9
8 

Teacher 
reminds 
children of 
the 
classroom 
rules. 

Since the children 
are used to 
freedom in the 
preschool 
classroom, they 
tend to forget the 
rules as explained 
by the teacher 
and engages in 
conversation with 
their peers or 
with the teacher.  
They tend to walk 
around the 
classroom and 
touch materials 
that they see 
around them. 

Primary 
classroom 
rules; 
Receiving 
teacher 
practice; 

Teacher keeps 
telling children 
about 
classroom 
rules. 

Receivi
ng 
teacher 
transiti
on 
focused 
practice
s 

Expectati
ons of 
readiness 
in 
children 

9
9 

Children 
are 
expected 
to know 
their 
books. 

Teacher asks 
children to take 
specific books 
from their bags.  
Children often 
are confused and 
unsure about the 
right book and 
therefore ask 
teacher if it is the 
right book or not.  
The teacher then 
proceeds to show 
them the cover of 

Independent 
skills; 
Receiving 
teacher 
practice; 
Follow 
instructions 

Teacher gives 
instructions to 
children 

Receivi
ng 
teacher
s 
expecta
tions  
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the book that they 
are supposed to 
take out from 
their bags. 

1
0
0 

Children 
are asked 
to write the 
day and 
date in 
their 
books. 

Teacher expects 
children to know 
how to write  

Writing skills; 
Receiving 
teacher 
expectations 

Teacher 
instructs 
children to 
write. 

Acquisi
tion of 
writing 
skills 

1
0
1 

 
School readiness 
was related to 
self-care skills, 
where the child 
can go to toilet on 
his/her own and 
the ability to 
socialise.   

Skills for 
school 
readiness; 
Independent 
skills 

Sending 
teachers teach 
skills to 
become ready 
for formal 
schools 

Indepen
dent 
skills 
for 
school 
readine
ss 

Independ
ent toilet 
training 
skills 

Indepen
dent 
skills 
for 
school 
readine
ss 
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1
0
2 

Teacher 
enable 
children to 
function 
independe
ntly by 
going to 
toilet and 
washing 
their hands 

Children queue 
up to go to toilet.  
Teacher and carer 
assist them to 
attend to their 
toilet need.  They 
queue up to wash 
their hands and 
use towel to dry.  
Teacher and carer 
assist them 
throughout. 

Independent 
skills; Hygiene 

Assisting 
children to 
become 
independent 

Indepen
dent 
skills 

1
0
3 

Children 
go to toilet 
and attend 
to their 
hygiene on 
their own. 

Children are 
asked to go to 
toilet and wash 
their hands before 
eating.  When 
they come back 
to class, they 
unpack their 
boxes on their 
own and feed 
themselves 
independently.  
Some children 
seek help of 
teachers to open 
their bottles or 
lunch box.  The 
teacher helps but 
also try to teach 

Independent 
skills; 
Teacher's 
assistance; 
Transition 
practice; 

Teacher allows 
children to 
behave 
independently 
and provide 
limited 
assistance. 

Factors 
of 
school 
readine
ss 

Independ
ent skills 
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the children how 
to do same. 

1
0
4 

Teacher 
distributes 
cakes and 
juice to 
children 
and allows 
them to eat 
and drink. 

Children are 
given a break 
after toilet.  
Teacher expected 
them to have 
washed their 
hands as cake and 
juice have been 
distributed.  
Children eat and 
drink on their 
own. Some 
refused to eat or 
drink. 

Independent 
skills 

Teacher 
expects 
children to be 
able to eat and 
drink on their 
own 

Indepen
dent 
eating 
and 
drinkin
g skills 

1
0
5 

Children 
are on their 
own 
during 
lunch time. 

Teacher leaves 
children in the 
classroom during 
lunch time and 
children are 
expected to 
manage on their 
own for the 30 

Receiving 
teacher 
practice; 
Independent 
skills; Play  

Teacher allows 
children to be 
on their own 
and play during 
recess. 

Socialis
e and 
adjust 
indepen
dently 
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minutes.  They 
engage in play 
activities with 
their peers. 

1
0
6 

 
Self-esteem, 
social skills, 
independence, 
language and 
communication 
skills, and 
concentration are 
important for 
transition  

Skills for 
school 
readiness 

What skills 
children should 
acquire for a 
smooth 
transition 

Skills 
for 
primary 
schools 

Skills 
required 
to join 
primary 
schools 

1
0
7 

Teacher 
leads 
children to 
toilet and 
wait for 
them 
outside. 

After the tour, 
teacher asks 
children if they 
would like to go 
to toilet.  No 
matter the 
answer, the 
teacher leads 
children to the 
toilet and wait for 
them outside.   

Independent 
skills 

Teacher is sure 
that children 
are 
independent 
and can attend 
to toilet needs 
on their own. 

Toilet 
trained 
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1
0
8 

Teacher 
engages in 
more 
conversati
on with 
children. 

Teacher 
communicates 
with children and 
gives opportunity 
for more 
interaction to take 
place in the 
primary 
classroom.  
Discussion about 
movies, songs, 
plays takes place. 
Teacher uses the 
charts to know if 
the children know 
the alphabets, 
numbers, shapes 
and colours.  
Each child is 
given the 
opportunity to 
read sight words 
in the classroom. 

Pedagogical 
approach; 
Transition 
activity; 
Transition 
practice; 
Interaction; 
Communicatio
n skills; 
Literacy, 
numeracy and 
reading skills 

Teacher 
engages in 
activities to 
know about 
readiness of 
children. 

Assessi
ng 
readine
ss of 
childre
n 

Readines
s of 
children 

Skills 
for 
primary 
school 
readine
ss 

1
0
9 

 
A set of factors 
such as the ability 
to listen and 
concentrate, 
ability to count, 
recite the 
alphabet, know 
letters, shapes 
and colours, 

Skills for 
school 
readiness 

Skills children 
should acquire 
to join primary 
schools 

Factors 
of 
school 
readine
ss 
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behave in a polite 
and socially 
acceptable 
manner are pre-
academic skills 
which are equally 
important for 
transition. 

1
1
0 

Children 
are 
encourage
d to 
communic
ate with 
teacher, 
care taker 
and friends 

Teacher engages 
in conversation 
with children 
when they enter 
the classroom.  
Greetings, how 
are you?, Did you 
have breakfast? 
Teacher helps 
children structure 
their sentences 
during 
conversation.  
Teacher keeps 
questioning 
children on one 
topic of 
conversation and 
encourages all 
other children to 
participate in the 
conversation. 
Children also 

Communicatio
n skills; 
socialization; 
transition 
practice 

Helping 
children 
interact with 
adults and 
peers 

Factors 
of 
school 
readine
ss 
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need to learn to 
communicate to 
be able to interact 
their needs in the 
primary 
classroom. 

1
1
1 

 
The transition 
period is one in 
which academic 
skills are being 
formally taught  

Transition; 
Academic 
skills 

Academic 
skills are 
required for 
transition. 

Transiti
on and 
academ
ic skills 

Academi
c skills 
for 
primary 
school 
readiness 1

1
2 

 
Readiness 
implies different 
notions such as, 
readiness to 
learn, readiness 
for school and 
‘child-ready’ 
schools focusing 
on educational 
interventions and 
outcomes in 
terms of quality  

Ready for 
schools; School 
readiness;  

What does 
being ready for 
school mean? 

Ready 
for 
schools 
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1
1
3 

Teacher 
gradually 
starts the 
activity 
exercises 
in the 
Primary 
School 
Readiness 
Booklet. 

Teacher 
introduces the 
work in the 
Primary School 
Readiness 
Booklet which 
they are supposed 
to complete in the 
first month the 
child is in school. 

Primary school 
classroom; 
Receiving 
teacher 
practice; 
School 
Readiness of 
children; 

Teacher starts 
to assesss 
children's 
school 
readiness. 

Skills 
for 
primary 
schools 

1
1
4 

 
Pedagogical 
matters are of 
concern in the 
preparation of 
children for the 
transition to 
primary schools 

Pedagogical 
continuity; 
preparing 
children for 
primary 
schools; 

Pedagogy is 
the root of 
preparing 
children for 
primary 
schools 

Pedago
gy to 
prepare 
childre
n  

Philosop
hy of 
practice 

Teachin
g 
philoso
phy in 
early 
years 

Teaching 
philosop
hy of 
teachers 
in early 
childhoo
d 
educatio
n 

1
1
5 

Teacher 
implement
s 
Developm
entally 
Appropriat
e Practices 
and 
conducts 
activities 
through 
integrated 
approach  

The activities are 
planned for each 
area of learning 
and for specific 
age groups.  Most 
activities are 
conducted in 
relation to other 
areas of learning. 

Planning 
activities; 
Integrated 
approach; 
Pedagogical 
approach; 
Developmental
ly Appropriate 
Practices 

Integrated 
approach to 
teaching in 
preschool 
classrooms 

Prescho
ol 
pedago
gical 
approac
h 
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1
1
6 

 
Preschool 
teachers adopt 
more progressive 
and humanistic 
philosophies, 
while prioritising 
social 
cooperation and 
respect for 
individuals, 
primary school 
teachers not only 
appreciate the 
humanistic 
philosophies, 
they also 
incorporate 
behavioural and 
comprehensive 
philosophies 
emphasising the 
systematic 
teaching of skills 
and teacher 
directed learning. 

Teaching 
philosophy 

Sending and 
receiving 
teachers have 
their own 
teaching 
philosophy 
which needs to 
be bridged. 

Teachin
g 
philoso
phy of 
sending 
and 
receivin
g 
teacher
s 

1
1
7 

Teacher 
teaches 
basic 
concepts 
through 
areaas of 
learning by 

Through 
activities and 
areas of learning, 
children learn 
basic concepts 
that they need for 

Teaching 
practice in 
preschool 
classroom; 
Areas of 
learning; 

Teaching basic 
concepts for 
further learning 

Quality 
Early 
Childho
od 
Educati
on 

Quality 
educatio
n 

Assess
ment in 
early 
years 

Teacher 
focused 
transition 
practices 



 

347 
 

conducting 
activities. 

further learning 
to take place. 

Activities; 
Basic concepts 

1
1
8 

 
Reception 
teachers are more 
concerned about 
the dispositions 
and attitudes of 
children when 
they join formal 
schools.  These 
dispositions and 
attitudes as 
highlighted by 
the author, are the 
characteristics of 
effective learning 
as they encourage 
children to learn.  

Receiving 
teachers; 
Factors 
influencing 
learning;  

Factors 
contributing to 
effective 
learning and 
promoting 
learning in 
children. 

Factors 
influen
cing 
learnin
g 

1
1
9 

 
Profiling 
techniques have 
been used 
successfully to 
determine the 
type and amount 
of literacy 
instruction that is 
appropriate for 
each child in 
early and primary 
classroom.   

 teaching 
practices; 
assessment in 
early years 

Techniques 
used by 
teachers to 
assess children 

Evaluat
ing 
learnin
g 

Evaluati
on of 
learning 
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1
2
0 

Teacher 
keeps the 
work of 
each child 
in a file. 

Teacher records 
work done by 
children in a file.  
The file goes to 
the parents of the 
child on the last 
school day. 

Preschool 
teacher 
practice; 
Record of 
work;  

Teacher 
records the 
work of each 
child 

Evaluat
ing 
learnin
g 

1
2
1 

Teacher 
uses 
observatio
n and 
questionin
g to 
evaluate 
children.   

In order to know 
if children have 
acquired the 
skills and 
knowledge they 
have learnt from 
activities, 
teachers use 
observation and 
questioning. 

Evaluation of 
children; 
Assessment; 
Acquistion of 
knowledge and 
skills 

Teacher uses 
observation 
and 
questioning as 
assessment 
tools 

Assessi
ng 
learnin
g of 
young 
childre
n 

1
2
2 

 
Despite 
collaboration of 
teachers in both 
settings, the 
different 
languages used 
by the teachers to 
describe his/her 
practices may be 
misunderstood by 
children and 
parents.  
Therefore, the 
author concluded 
that teachers need 

Language  for 
instruction; 
communication 
skills of 
teachers 

Teachers must 
use appropriate 
language for 
instruction and 
communicatio
n 

Lanuga
ge and 
commu
nication 
sfkills 
of 
teacher
s 

Languag
e and 
communi
cation of 
teachers 

Langua
ge and 
commu
nication 
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to stress more on 
shared meanings 
rather than shared 
terminology 

1
2
3 

 
Verbal report 
sharing of 
information 
about a child’s 
development 
between 
preschool and 
primary school 
teachers is useful, 
how this 
information is 
shared and how it 
is utilised in 
teaching 
practices needs to 
be reviewed and 
improved. 

Transition 
practices; 
communication 
of teachers 
from both ends; 
sharing 
information 
about children;  

Sharing of 
information on 
children by 
sending and 
receiving 
teachers. 

Commu
nicating 
for 
sharing 
informa
tion 
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1
2
4 

Teacher 
hands over 
the 
Developm
ental 
Learner 
Profile to 
parents on 
last 
working 
day. 

Teacher gives 
each parent the 
record of work 
done by their 
child during the 
whole year in 
preschool.   

Preschool 
teacher 
practice; 
Transition 
practice; End of 
preschool. 

Teacher gives 
the file of each 
child to their 
parents  

Sendin
g 
teacher 
practice 
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APPENDIX V: INTERVIEW SCHEDULE: PILOT CASES 
Section: A 

Name and Designation: ________________________________________   

Name of School you are working with affiliation details: ___________________ 

Professional Qualification: ___________________________________________ 

Teaching Experience: ________________________________________________ 

Role in Transition: ___________________________________________________ 

Teaching Experience in transition role: _________________________________ 

Section: B 

8. Does your school prepare children adequately to join formal schools? 

9. Does the National Curriculum Framework help you prepare children for formal 

schooling? 

10. Does the National Curriculum Framework provide any guideline on how to smooth 

transition of children in primary schools? 

11. Does your school provide a diary to record preschool classroom preparation? 

12. Does your school record the primary classroom preparation of preschool students? 

13. Do you prepare children for primary schools? If yes/no, why do you do so? 

14. Is there any guideline that you use to teach children? If yes/no, which guideline and 

how do you use it? 

Section: C 

The researcher will note down her Observations regarding transition practices at the 

real setting: 

………...………………………………………………………………………………….…

………………………………………………………………………………………………

………………………………………………………………………………………………

………………………………………………………………………………………………

………………………………………………………………………………………………

………………………………………………………………………………………………

……………………………………………………………………………………………… 
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APPENDIX VI: INTERVIEW PROTOCOL 
 

Interviewee (Title and Name):  ________________________________________ 

Role: _____________________________________________________________ 

Name of School: ____________________________________________________ 

School Domain: _____________________________________________________ 

Qualifications: ______________________________________________________ 

Teaching Experience: _________________________________________________ 

 

About the participant and the school 

1. How long have you been teaching 5 year olds? 

2. How many years of experience do you have in teaching young children? 

3. How long have you been teaching in this school? 

4. What are your qualifications? 

5. Do you prepare children for primary schools? If yes/no, why do you do so? 

Teaching practices 

1. What do you teach the 5 year olds? 

2. What are the different strategies you use to teach young children? 

3. How do you know what to teach them? 

4. What do you do to determine if learning has taken place? 

5. Can you say that you prepare children adequately for formal schools? 

6. Is there any guideline that you use to teach children? If yes/no, which guideline 

and how do you use it? 

School Readiness 

1. What are the ways that you prepare children to join primary schools? 

2. How do you know if children are ready for formal schooling? 

3. According to you, what do you need to teach children so they can go through 

transition from preschools to primary schools easily? 
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4. What do children need to know to be able to adjust in primary schools? 

5. How do you ensure that they have acquired those knowledge? 

6. What are the different skills children need to acquire? 

7. Why do children need to acquire these skills? 

8. How do you cater for acquisition of these skills? 

9. How do you teach the children those knowledge and skills they need to be in 

primary schools? 

10. Why do you teach them the way you teach? 

Continuity in education 

1. What do you do in your classroom to ensure that children will move to formal 

schooling easily? 

2. How do you ensure that the knowledge that children acquired will be of use in 

formal schools? 

3. What are the concepts that children need to know before they joining primary 

schools? 

4. Why do you think that children should know these concepts? 

Policy 

1. You must have heard of the DLP/PSR.  How can these documents be useful in your 

practice? 

2. According to you who is responsible for the transition of children from preschools 

to formal schools? 

3. Are you told how to prepare children for their smooth transition to primary 

schools? 

4. What are the different means you use to ease transition of children from 

preschools to primary schools? 

Close ended questions 

1. Do all 5 year olds go to the same primary schools? 

2. Can you say that you prepare children adequately to join formal schools? 

3. Are you aware of what children do in preschools and primary schools classrooms? 

4. Does the NCF help you prepare children for formal schooling? 
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5. Does the NCF provide any guideline on how to smooth transition of children in 

primary schools? 

6. Do you know how children learn in different settings? 

7. Have you heard of the DLP/PSR? 

Anything you would like to add: 

…………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………… 
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APPENDIX VII: INTERVIEW PROTOCOL 
 

Name and Designation: ________________________________________   

Name of School you are working with affiliation details: ___________________ 

Professional Qualification: ___________________________________________ 

Teaching Experience: ________________________________________________ 

Role in Transition: ___________________________________________________ 

Teaching Experience in transition role: _________________________________ 

1. Background of Mauritian education system 

a. Colonisation of Mauritius 

3. Can you name the different settlers who came to Mauritius? 

4. What is the last colonisation that Mauritius has seen? 

 

5. Mauritius Constitution in English language 

6. What is the official language of the country? 

7. Which language do you use in your classroom? 

8. Why do you use so? 

9. Which language is supposed to be used in the classroom? 

10. Is it possible to stick to one language? If yes or no, explain why. 

 

6. Primary education cycle 

3. How will you describe the primary education cycle? 

4. Do you find any different between the previous primary education cycle and the 

NYCBE? If yes or no, please explain the difference. 

 

2. Reform in primary education policy 

e. ECCEA Act 

3. How does the ECCEA support t teachers in smoothing the transition of children from 

preschool to primary schools? 
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4. You are aware that there is a SEN Unit in ECCEA. If yes/no, how do you think the SEN 

Unit help preschool teachers in transition process? 

 

f. Pre-Primary National Curriculum Framework 

3. Do you use the National Curriculum Framework? If yes, how often? If no, why? 

4. Does the National Curriculum Framework enable you to prepare children for 

transition? Which parts of it and how? 

 

g. Developmental learner profile 

5. You must have heard of the DLP/PSR. How can these documents be useful in your 

practice? 

6. According to you who is responsible for the transition of children from preschools 

to formal schools? 

7. Are you told how to prepare children for their smooth transition to primary schools? 

8. What are the different means you use to ease transition of children from preschools 

to primary schools? 

 

h. Factors influencing transition of children 

 

3. According to you, what are the factors that influence transition of children? 

4. What do you do at your end to prevent these factors from influencing the transition 

of children in your classroom? 

 

iii. adjustment to formal school 

3. What do you do to enable children to adjust to formal schools? 

4. How do you know if what you do actually enable children to adjust to formal 

schools? 

 

iv. Sense of belonging - factor for adjustment 

3. How does the sense of belonging to an environment helps children to adjust in an 

environment? 

4. How can you make children feel that they belong to an environment? 
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3. School Readiness 

11. What are the ways that you prepare children to join primary schools? 

12. How do you know if children are ready for formal schooling? 

13. According to you, what do you need to teach children so they can go through transition 

from preschools to primary schools easily? 

14. What do children need to know to be able to adjust in primary schools? 

15. How do you ensure that they have acquired that knowledge? 

16. What are the different skills children need to acquire? 

17. Why do children need to acquire these skills? 

18. How do you cater for acquisition of these skills? 

19. How do you teach the children those knowledge and skills they need to be in primary 

schools? 

20. Why do you teach them the way you teach? 

 

4. Teaching practices 

 

6. What do you teach the 5 year olds? 

7. What are the different strategies you use to teach young children? 

8. How do you know what to teach them? 

9. What do you do to determine if learning has taken place? 

10. Can you say that you prepare children adequately for formal schools? 

 

5. Continuity in education 

7. What do you do in your classroom to ensure that children will move to formal schooling 

easily? 

8. How do you ensure that the knowledge that children acquired will be of use in formal 

schools? 

9. What are the concepts that children need to know before they joining primary schools? 

10. Why do you think that children should know these concepts? 
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APPENDIX VIII: Observation Protocol 

 
• The setting 

o The physical environment – the classroom, the school 

o The context – preschool or primary school 

o Allocation of space 

o Resources available 

• The participants 

o The preschool teacher or the primary school teacher 

o Their roles 

o Characteristics of the participants 

o The ways the teachers organise themselves 

• Activities and Interactions 

o What is happening? 

o The sequence of activities 

o Interaction that takes place 

o Structure of activities 

o Types of activities 

o Rules and norms within the classroom 

• Conversation 

o Types of conversation that takes place 

o Who talks to whom?  

o Who listens? 

o Types of communication – verbal or non-verbal 

• Subtle factors 

o Informal or unplanned activities 

o Symbolic and connotative meanings of words 

o What has not happened 

• My behaviour 

o My role as the observer 

o How my role affects the scene under observation 

o My thoughts about what is happening 
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APPENDIX IX: Pilot case code file 

 

Pil
ot 
Ca
se  

          

Pilot Case: Sending End    
Observ
ation 

Statem
ent 

Transcript Descri
ption 

(Nvivo) 

Prelim
inary 
Thoug

hts 
(what 
is this 
about) 

Initi
al 

Cate
gorie

s 

Refi
ned 
Cate
gorie

s 

Initi
al 

The
me 

Fin
al 

The
me 

Cor
e 

Co
nce
pt 

Fin
al 

Con
cept 

1 Childre
n are 

encoura
ged to 

commu
nicate 
with 

teacher, 
care 
taker 
and 

friends 

Teacher 
engages in 
conversatio

n with 
children 

when they 
enter the 

classroom.  
Greetings, 
how are 

you?, Did 
you have 
breakfast? 
Teacher 

helps 
children 
structure 

their 
sentences 

during 
conversatio
n.  Teacher 

keeps 
questioning 
children on 
one topic of 
conversatio

n and 
encourages 

all other 
children to 
participate 

in the 
conversatio
n. Children 

Comm
unicati

on 
skills; 

socializ
ation; 
transiti

on 
practice 

Helpin
g 

childre
n 

interact 
with 

adults 
and 

peers 

Facto
rs of 
scho

ol 
readi
ness 

Trans
ition 
skills 

Rea
dine
ss 
for 
tran
sitio

n 

 
sch
ool 
tran
sitio

n 

Tran
sitio

n 
prac
tices 
for 

scho
ol 

read
ines

s 
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also need to 
learn to 

communica
te to be 
able to 
interact 

their needs 
in the 

primary 
classroom. 

2 Teache
r 

enable 
childre

n to 
functio

n 
indepen
dently 

by 
going 

to toilet 
and 

washin
g their 
hands 

Children 
queue up to 
go to toilet.  

Teacher 
and carer 

assist them 
to attend to 
their toilet 

need.  They 
queue up to 
wash their 
hands and 

use towel to 
dry.  

Teacher 
and carer 

assist them 
throughout. 

Indepe
ndent 
skills; 

Hygien
e 

Assisti
ng 

childre
n to 

becom
e 

indepe
ndent 

Indep
ende

nt 
skills 

 

3 Teache
r keeps 

the 
work of 

each 
child in 
a file. 

Teacher 
records 

work done 
by children 

in a file.  
The file 

goes to the 
parents of 

the child on 
the last 

school day. 

Prescho
ol 

teacher 
practice

; 
Record 

of 
work;  

Teache
r 

records 
the 

work 
of each 
child 

Prepa
ring 
for 

transi
tion 

Prep
arin

g 
chil
dren 
for 
for
mal 
scho
olin

g 
4 Childre

n feel 
free to 
do any 
activity 
of their 
choice. 

Children 
are free to 

choose 
what they 

want to do, 
which play 

activity 
they want 
to engage 
into, and 
they are 

Practic
e in the 
prescho

ol 
classro

om 

Freedo
m to 

choose 
activity 
in the 
presch

ool 
classro

om 

Teac
hing 
practi
ces in 
presc
hools 

Teac
hing 
practi
ces 
in 

Early 
Child
hood 
Setti
ng 
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free to 
manipulate 
materials 

the teacher 
lays on the 

table. 

5 Teache
r sets 
the 

festive 
mood 
as it is 
end of  
year.  

Since it is 
end of the 
year and 
holidays 

are coming, 
teacher 
focuses 
more on 

preparation 
season's 
greetings 
and fun 

activities.  
The teacher 

conducts 
activities 
related to 

festive 
season and 
children are 
already in 
holiday 
mode. 

Prepara
tion for 
end of 
year 

Teache
r 

focuses 
on 

festive 
season 

and 
holiday

. 

Sendi
ng 

teach
er 

focus
ed 

practi
ce 

6 Teache
r 

emphas
ises on 
prepari
ng end 

of 
school. 

Teacher 
engages in 
activities 
that will 
enable a 
proper 

celebration 
of end of 

year before 
school 

closes for 
summer 
holidays.  

The 
emphasis is 

more on 
dance, 

singing and 

Prescho
ol 

teacher 
practice

; End 
of 

prescho
ol; End 
of year 
activiti

es 

Teache
r 

prepare
s 

childre
n for 

end of 
year 
stage 
shows 

Presc
hool 
teach

er 
practi
ces 
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other stage 
shows. 

7 Childre
n work 

in 
small 

groups 
of 4-5 
childre

n. 

In public 
preschools 
all children 
are grouped 
in one big 

room which 
is the 

preschool, 
while in 
private 

preschools 
each age 

group have 
a specific 
teacher 

assigned to 
the class.  
Preschool 

teacher 
often works 

with not 
more than 

12 chidlren. 

Teache
r-child 
ratio; 

Groupi
ng of 

childre
n 

Sendin
g 

teacher 
works 
with 

childre
n in 

small 
groups 

Teac
her 

practi
ces 

8 Childre
n 

follow 
rules 
and 

instruct
ions 
that 

teacher 
gives 

Teacher 
introduces 

the rules for 
each 

activity and 
give 

instructions 
clearly.  
Teacher 
teaches 

children to 
follow the 
rules and 

instructions
. 

Obey 
rules; 

Follow 
instruct

ions 

Teache
r sets 
rules 
and 
give 

instruct
ion for 
childre

n to 
follow. 

Pract
ices 
of 

sendi
ng 

teach
ers 
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9 Teache
r helps 
chidlre

n 
through
out the 
day in 

the 
prescho

ol 
classro

om.   

Teachers 
and carers 
look after 

chidren and 
help them 

all the time 
they seek 
for help.  

Help 
childre

n 

Teache
r offers 
help to 
childre

n all 
the 

time. 

Sendi
ng 

teach
er 

practi
ce 

Pract
ices 
of 

sendi
ng 

teach
ers 

Sen
ding 
teac
hers 
prac
tices 

in 
pres
cho
ol 

clas
sroo
m 10 Teache

r gives 
hugs 
and 
uses 
soft 

talks. 

Teacher 
hugs 

children 
freely and 
uses soft 

talks 
similar to 
motherly 
language 

with 
language. 

Prescho
ol 

teacher 
practice

;  

Teache
r hugs 
childre
n and 
uses 
soft 

talk in 
class 

Sendi
ng 

teach
er 

11 Teache
r hands 

over 
the 

Develo
pmenta

l 
Learner 
Profile 

to 
parents 
on last 
workin
g day. 

Teacher 
gives each 
parent the 
record of 

work done 
by their 

child 
during the 
whole year 

in 
preschool.   

Prescho
ol 

teacher 
practice

; 
Transiti

on 
practice

; End 
of 

prescho
ol. 

Teache
r gives 
the file 
of each 
child 

to their 
parents  

Sendi
ng 

teach
er 

practi
ce 
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12 Teache
r 

introdu
ces the 
activity 

and 
uses 

child-
centere

d 
approac

h 

Teacher 
introduces 
activity to 

be done and 
display 
related 

materials 
and 

resources.  
Teacher 
allows 

children to 
manipulate 

the 
materials 
and starts 
by using 

questioning
/brainstorm
ing to begin 
an activity.  

In some 
cases, the 
teacher 

uses 
recapitulati
on to begin 
an activity. 

Pedago
gical 

approac
h; 

Teachi
ng 

practice 
in 

prescho
ol 

classro
om 

Pedago
gical 

approa
ch 

used 
by 

presch
ool 

teacher 
to 

teach 
childre

n 

Peda
gogic

al 
appro
ach 
in 

presc
hools 

Peda
gogic

al 
appro
ach 
used 

in 
Presc
hools 

13 Teache
r uses 

the 
NCF 

PP as a 
guide 

to 
design, 

plan 
and 

implem
ent 

activiti
es.   

The NCF 
PP is used 
to prepare 
activities.  

The 
objectives 

of activities 
are 

according 
to the 

performanc
e indicators 

of 
respective 
areas of 
learning. 

Policy 
docume

nt; 
Nationa

l 
Curricu

lum 
Frame
work 
PrePri
mary; 

Prepari
ng 

activiti
es; 

Quality 
Early 

Childh
ood 

Educati
on 

Teache
r 

desgins
, plans 

and 
imple
ments 
activiti
es by 
using 
the 

NCF 
PP. 

Peda
gogic

al 
appro
ach  

Sen
ding 
teac
her 

focu
sed 
tran
sitio

n 
prac
tices 
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14 Teache
r 

gathers 
childre

n 
during 
circle 
time 

for play 
and 

storytel
ling. 

Circle time 
is the time 

when 
teacher 
gathers 

children in 
a circle.  

They sit on 
the floor 
and play 
games or 
gathers 

around the 
teacher to 
listen to 
stories.  

They also 
engage in 

conversatio
n during 

circle time. 

Prescho
ol 

teacher 
practice

; 
Teachi

ng 
strategy
; Circle 

time 

Teache
r 

engage
s 

childre
n in 

activiti
es 

during 
cirlce 
time. 

Peda
gogic

al 
appro
ach 
in 

presc
hools 

15 Teache
r 

teaches 
basic 

concept
s 

through 
areaas 

of 
learnin

g by 
conduct

ing 
activiti

es. 

Through 
activities 

and areas of 
learning, 
children 

learn basic 
concepts 
that they 
need for 
further 

learning to 
take place. 

Teachi
ng 

practice 
in 

prescho
ol 

classro
om; 

Areas 
of 

learnin
g; 

Activiti
es; 

Basic 
concept

s 

Teachi
ng 

basic 
concep
ts for 

further 
learnin

g 

Quali
ty 

Early 
Child
hood 
Educ
ation 

Quali
ty 

presc
hool 
educ
ation 

Tea
cher 
focu
sed 
qual
ity 
tran
sitio

n 
prac
tices 

16 Teache
r 

implem
ents 

Develo
pmenta

lly 
Approp

riate 
Practic
es and 

conduct

The 
activities 

are planned 
for each 
area of 

learning 
and for 

specific age 
groups.  
Most 

activities 
are 

Plannin
g 

activiti
es; 

Integrat
ed 

approac
h; 

Pedago
gical 

approac
h; 

Integra
ted 

approa
ch to 

teachin
g in 

presch
ool 

classro
oms 

Philo
soph
y of 

practi
ce 
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s 
activiti

es 
through 
integrat

ed 
approac

h  

conducted 
in relation 
to other 
areas of 
learning. 

Develo
pmenta

lly 
Approp

riate 
Practic

es 

17 Teache
r 

encoura
ges 

active 
particip
ation of 
childre

n in 
any 

activiti
es. 

In 
conducting 
activities, 
teacher 

uses 
different 
teaching 
strategies 

but 
encourages 
children to 
participate 
actively.  
Children 
also show 

enthusiasm 
openly and 

freely. 

Active 
particip
ation in 
activiti

es; 
Freedo
m of 

express
ion of 
childre

n 

Teache
r 

prompt
s 

childre
n to 

partici
pate 

activel
y in 
class 
and 

allow 
them 

to 
express 
themse
lves/th

eir 
feeling

s 
freely. 

Teac
hing 
for 

conti
nuity 

18 Teache
r uses 

observa
tion 
and 

questio
ning to 
evaluat

e 
childre

n.   

In order to 
know if 
children 

have 
acquired 
the skills 

and 
knowledge 
they have 

learnt from 
activities, 
teachers 

use 
observation 

and 
questioning

. 

Evaluat
ion of 
childre

n; 
Assess
ment; 

Acquist
ion of 

knowle
dge and 

skills 

Teache
r uses 
observ
ation 
and 

questio
ning as 
assess
ment 
tools 

Early 
Child
hood 
Educ
ation 
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19 Teache
r talks 

to 
parents 

of 
childre
n at the 

time 
they 
drop 
the 

child to 
school 
or at 

pick-up 
time. 

Parents are 
made aware 

of child's 
effort, 

achievemen
t and 

behavior 

Parenta
l 

involve
ment 

Parents 
are 

involve
d 

directl
y and 

indirec
tly in 
the 

educati
on of 
their 
child. 

Paren
tal 

invol
veme

nt  

Paren
tal 

invol
veme

nt 

20 Teache
r 

invites 
parents 

to 
come 

to 
school 
for end 
of year 
celebrat

ion. 

Teacher 
invites 

parents to 
be present 

for the 
show where 

their 
children 
will be 

performing 
on stage. 

Prescho
ol 

teacher 
practice

; End 
of 

prescho
ol; End 
of year 
activiti

es 

Teache
r 

invites 
parents 
for the 
show 
where 
their 

childre
n will 
perfor

m. 

Paren
tal 

invol
veme
nt in 
scho

ol 

Pilot Case: Receiving End 
1 Teache

r has 
decorat
ed the 
classro

om 
with 
paper 

garland
s, 

banners
, charts 

and 
colourf

ul 
'WELC
OME' 
note. 

The 
classrooms 
look quite 

attractive to 
welcome 

the 
children.  
Teachers 

have 
invested 
time in 

putting up 
garlands, 

banners and 
new charts 

of 
alphabets 

and 
numbers. 

Primar
y 

classro
om; 
First 

day in 
primary 
classro

om 

Welco
ming 

childre
n in 

primar
y 

classro
om 

First 
time 
in the 
prim
ary 

scho
ol 

classr
oom 

Enter
ing 

prim
ary 

scho
ol 

Ente
ring 
pri
mar

y 
scho

ol 

Rec
eivi
ng 

teac
hers 
focu
sed 
tran
sitio

n 
prac
tices 

Pri
mar

y 
sch
ool 
tran
sitio

n 
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2 Teache
r takes 
childre
n out 
from 
the 

classro
om for 

a 
guided 
visit 

around 
the 

school. 

Teacher 
takes 

children for 
a tour of 

the school, 
showing 

them places 
they need 
to know, 

for 
instance, 
toilets, 

canteen and 
headmaster'

s office. 

Transiti
on 

activity
; First 
time 

visit in 
school;  

Teache
r 

introdu
ces the 

new 
school 
enviro
nment 

to 
childre

n. 

Intro
ducti
on of 
the 
new 
scho

ol 
envir
onme

nt 
and 

teach
er 

3 Teache
r tells a 
story to 
childre

n 
before 
ending 
the day. 

Teacher 
relates a 

story to the 
children as 
they sit and 

listen.  
Some 

children try 
to engage 

in 
conversatio
n with the 
teacher by 

telling parts 
of the story. 

Transiti
on 

activity
; End 

of first 
day at 
school; 
Teache
r-Child 
relation

ship; 
Relatio
nship 

buildin
g; 

Interact
ion 

Teache
r 

engage
s in 

story 
telling 

and 
observ

e 
listenin
g skills 

and 
attentio

n of 
childre

n. 

Activ
ities 
on 

first 
day 
at 

scho
ol 

4 Teache
r deals 
with 

childre
n who 

cry  

Some 
children cry 
on the first 
few days 

when they 
join 

primary 
schools.  

Receiving 
teacher try 
to divert 

their minds 
through 
activities 

and remind 
the children 

that they 
are now in 

Receivi
ng 

teacher 
transiti

on 
practice

; 
Transiti

on to 
formal 
schooli

ng; 
New 

environ
ment 

Teache
r asks 
childre

n 
indirec
tly to 
adjust 
to the 
new 

classro
om 

Trans
ition 
activi

ty 

Trans
ition 
activi
ty in 
prim
ary 

scho
ols 



 

369 
 

the big 
school and 

it is not 
good to cry 
when  you 
are a big 

child. 

5 Teache
r tries 

to 
create a 

bond 
with 

childre
n from 

a 
distanc

e 

Teacher 
tries to 
build 

relationship 
with 

children so 
as to help 

them adjust 
in their new 
environmen

t and to 
accept the 
fact that 

they are in 
a big 

school. 

Receivi
ng 

teacher 
practice

; 
Adjust
ment in 
primary 
schools 

Teache
r helps 
childre

n 
adjust 
in the 
primar

y 
classro

om 

Trans
ition 
activi

ty 

6 Grade 
1 

teacher
s 

welcom
e 

childre
n with 
colouri
ng and 
drawin

g 
activiti
es and 
story 

telling. 

Teacher 
take 

children to 
their 

classroom 
first and 

give them 
papers and 
crayons to 
draw and 
colour.  

During the 
activity, the 

teacher 
tries to 
interact 

with each 
one. 

First 
day in 

primary 
classro

om; 
Transiti

on 
activity

; 
Interact

ion  

Teache
r puts 

childre
n at 

ease in 
their 
new 

classro
om  by 
introdu

cing 
activiti
es that 
they 
are 

familia
r with 

in 
presch
ools. 

Recei
ving 
teach

er 
transi
tion 

focus
ed 

practi
ces 

Teac
her 

focus
ed 

transi
tion 

practi
ces 

Rec
eivi
ng 

teac
hers 
prac
tices  
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7 Teache
r take 

worksh
eets for 
childre

n to 
work. 

Teacher 
starts the 
first full 
day of 

school with 
worksheets 
of drawing 

and 
colouring 
activity.   

Transiti
on 

activity
; New 

entrants 
first 

full day 
at 

school; 
Pedago
gical 

continu
ity 

Teache
r starts 

first 
full 
day 
with 

activiti
es 

related 
to 

presch
ool 

Recei
ving 
teach

er 
transi
tion 

focus
ed 

practi
ces 

8 Teache
r 

introdu
ces self 

and 
asks 
each 

child to 
introdu

ce 
themsel
ves by 
telling 
their 

names 
and 

where 
they 
live. 

Teacher 
introduces 
herself/him

self to 
children 
and each 

child stands 
up and says 
their names 
and where 
they come 

from. 

Introdu
ction of 
childre
n and 

teacher; 
commu
nicatio
n skills 

Teache
r 

prompt
s 

childre
n to 

engage 
in 

conver
sation 

Recei
ving 
teach

er 
practi

ce 

Pract
ices 
of 

recei
ving 
teach
ers 

9 Teache
r 

encoura
ges 
each 

child to 
come 

forward 
to show 

their 
talent: 
singing
, poem 
recitati

on, 
dance 

moves. 

After the 
break, 
teacher 

asks each 
child if they 
know how 
to dance or 

sing or 
recite 

poems etc.   
Each child 
is requested 

to come 
forward to 
show their 

talent to the 
class.  
Some 

Relatio
nship 

buildin
g; 

Teache
r-child 
interact

ion; 
Getting 

to 
know 

the new 
comers; 

Teache
r learns 
about 
the 
new 

school
ers. 

Recei
ving 
teach

er 
practi

ce 
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children 
were at 

ease while 
some did 

not respond 
much in 

this 
activity. 

10 Teache
r leads 
childre

n to 
toilet 
and 

wait for 
them 

outside. 

After the 
tour, 

teacher 
asks 

children if 
they would 
like to go to 
toilet.  No 
matter the 

answer, the 
teacher 
leads 

children to 
the toilet 

and wait for 
them 

outside.   

Indepe
ndent 
skills 

Teache
r is 
sure 
that 

childre
n are 

indepe
ndent 
and 
can 

attend 
to 

toilet 
needs 

on 
their 
own. 

Expe
ctatio
n of 

acqui
red 

indep
ende

nt 
skills 

Skills 
for 

prim
ary 

scho
ol 

readi
ness 

Fact
ors 
of 
pri
mar

y 
scho

ol 
read
ines

s 

Rec
eivi
ng 

teac
hers 
focu
sed 
qual
ity 
tran
sitio

n 
prac
tices 

11 Teache
r 

gradual
ly starts 

the 
activity 
exercis
es in 
the 

Primar
y 

School 
Readin

ess 
Booklet

. 

Teacher 
introduces 
the work in 
the Primary 

School 
Readiness 
Booklet 

which they 
are 

supposed to 
complete in 

the first 
month the 
child is in 

school. 

Primar
y 

school 
classro

om; 
Receivi

ng 
teacher 
practice

; 
School 
Readin
ess of 
childre

n; 

Teache
r starts 

to 
assesss 
childre

n's 
school 
readine

ss. 

Skills 
for 

prim
ary 

scho
ols 
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12 Childre
n are 

expecte
d to 

know 
their 

books. 

Teacher 
asks 

children to 
take 

specific 
books from 
their bags.  
Children 
often are 
confused 

and unsure 
about the 
right book 

and 
therefore 

ask teacher 
if it is the 
right book 

or not.  The 
teacher 

then 
proceeds to 
show them 
the cover of 

the book 
that they 

are 
supposed to 

take out 
from their 

bags. 

Indepe
ndent 
skills; 

Receivi
ng 

teacher 
practice

; 
Follow 
instruct

ions 

Teache
r gives 
instruct
ions to 
childre

n 

Skills 
for 

prim
ary 

scho
ols 

13 Teache
r 

distribu
tes 

cakes 
and 

juice to 
childre
n and 
allows 
them to 
eat and 
drink. 

Children 
are given a 
break after 

toilet.  
Teacher 
expected 
them to 

have 
washed 

their hands 
as cake and 
juice have 

been 
distributed.  

Children 
eat and 

drink on 
their own. 

Some 

Indepe
ndent 
skills 

Teache
r 

expects 
childre
n to be 
able to 
eat and 
drink 

on 
their 
own 

Indep
ende

nt 
skills 

Skills 
for 

prim
ary 

scho
ol 
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refused to 
eat or 
drink. 

14 Childre
n are 

on their 
own 

during 
lunch 
time. 

Teacher 
leaves 

children in 
the 

classroom 
during 

lunch time 
and 

children are 
expected to 
manage on 
their own 
for the 30 
minutes.  

They 
engage in 

play 
activities 
with their 

peers. 

Receivi
ng 

teacher 
practice

; 
Indepe
ndent 
skills; 
Play  

Teache
r 

allows 
childre
n to be 

on 
their 
own 
and 
play 

during 
recess. 

Indep
ende

nt 
skills 

15 Teache
r 

remind
s 

childre
n of the 
classro

om 
rules. 

Since the 
children are 

used to 
freedom in 

the 
preschool 
classroom, 
they tend to 
forget the 
rules as 

explained 
by the 

teacher and 
engages in 
conversatio
n with their 

peers or 
with the 
teacher.  

They tend 

Primar
y 

classro
om 

rules; 
Receivi

ng 
teacher 
practice

; 

Teache
r keeps 
telling 
childre
n about 
classro

om 
rules. 

Rules 
and 

instru
ction
s in 
prim
ary 

scho
ol 
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to walk 
around the 
classroom 
and touch 
materials 
that they 

see around 
them. 

16 Teache
r 

engage
s in 

more 
convers

ation 
with 

childre
n. 

Teacher 
communica

tes with 
children 

and gives 
opportunity 

for more 
interaction 

to take 
place in the 

primary 
classroom.  
Discussion 

about 
movies, 
songs, 

plays takes 
place. 

Teacher 
uses the 
charts to 

know if the 
children 
know the 
alphabets, 
numbers, 

shapes and 
colours.  

Each child 
is given the 
opportunity 

to read 
sight words 

in the 
classroom. 

Pedago
gical 

approac
h; 

Transiti
on 

activity
; 

Transiti
on 

practice
; 

Interact
ion; 

Comm
unicati

on 
skills; 
Literac

y, 
numera
cy and 
reading 
skills 

Teache
r 

engage
s in 

activiti
es to 
know 
about 

readine
ss of 

childre
n. 

Expe
ctatio
n of 
readi
ness 
of 

child
ren to 
be in 
prim
ary 

classr
oom 

Read
iness 
for 

form
al 

scho
oling 

Rec
eivi
ng 

teac
hers 
prac
tices  
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17 Childre
n go to 
toilet 
and 

attend 
to their 
hygiene 
on their 

own. 

Children 
are asked to 
go to toilet 
and wash 

their hands 
before 
eating.  

When they 
come back 

to class, 
they 

unpack 
their boxes 

on their 
own and 

feed 
themselves 
independen
tly.  Some 
children 

seek help of 
teachers to 
open their 
bottles or 
lunch box.  
The teacher 

helps but 
also try to 
teach the 
children 

how to do 
same. 

Indepe
ndent 
skills; 
Teache

r's 
assistan

ce; 
Transiti

on 
practice

; 

Teache
r 

allows 
childre

n to 
behave 
indepe
ndently 

and 
provid

e 
limited 
assista
nce. 

Facto
rs of 
scho

ol 
readi
ness 

18 Teache
r 

introdu
ces 
new 

rules of 
primary 
school. 

Teacher 
introduces 
the rules of 

the 
classroom 
to the new 
entrants.  

For 
instance, 
they have 
to raise 
finger if 

they need 
to talk, they 
should not 
talk with 

their 
friends, 

Follow 
rules 
and 

instruct
ions; 

transiti
on 

practice
; 

Receivi
ng 

teacher 
practice 

in 
primary 
classro

om. 

Teache
r 

teacher
s 

childre
n the 
rules 
of the 
primar

y 
classro

om. 

Peda
gogic

al 
appro
ach 
in 

prim
ary 

scho
ols 

Peda
gogic

al 
appro
ach 
and 

conti
nuity 
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they should 
be 

attentive, 
they need 
to ask for 

permission 
to go to 

toilet, etc. 
19 Childre

n are 
asked 

to write 
the day 

and 
date in 
their 

books. 

Teacher 
expects 

children to 
know how 

to write  

Writing 
skills; 

Receivi
ng 

teacher 
expecta

tions 

Teache
r 

instruct
s 

childre
n to 

write. 

Instr
uctio
n to 

write 

20 Teache
r ask 

childre
n what 
they 

know 

Teacher 
uses charts 
to test prior 
knowledge 
of children.  

Literacy, 
numeracy 

and reading 
skills are 
focused 
upon.   

Literac
y, 

numera
cy and 
reading 
skills; 
pedago
gical 

continu
ity; 

Receivi
ng 

teacher 
practice 

Teache
r finds 
out the 
prior 

knowle
dge of 
childre

n  

Peda
gogic

al 
conti
nuity 
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Appendix X: Sequenced transcripts 

 
 

Transc
ript 

Descri
ption 
(Nviv

o 
Codes

) 

Prelim
inary 
Thoug

hts 
(what 
is this 
about) 

Initial 
Categ
ories 

Refine
d 

Categ
ories 

Initial 
theme 

 Final 
Them

e 

Core 
Conc
ept 

Fin
al 
Co
nce
pt 

 

1 Mauriti
us was 
discove
red by 
the 
Portug
uese in 
1540, 
the 
Dutch 
settled 
on the 
island 
with a 
handful 
of 
African 
and 
Indian 
slaves 
betwee
n 1598 
to 1710  

Coloni
sation  

Portug
uese 
discov
ered 
mauriti
us . 
The  
Dutch 
were 
first 
settlers 
. 
Coloni
sation 
started 

Dutch 
Colon
y 

colonis
ation  
of 
Maurit
ius 

British 
Educa
tion 
Syste
m 

Educa
tion 
refor
m 

educa
tion 
refor
ms 
for 
prima
ry 
schoo
l 
readin
ess 

Pri
mar
y 
sch
ool 
rea
din
ess 

Sch
ool 
read
ines
s 
tran
sitio
n 
prac
tices 
for 
tran
sitio
n 
fro
m 
pres
cho
ols 
to 
prim
ary 
scho
ols 2 The 

French 
succee
ded 
Dutch 
in 1715 
until 
the 
arrival 
of the 
British 
in the 
year 
1810  

British 
colony 

The  
Dutch 
were 
succee
ded by 
French
.  
British 
colony 
establi
shed 

British 
colony 
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3 The 
plural 
society 
of 
Mauriti
us is 
therefo
re due 
to its 
history 
of 
colonis
ation, 
Mauriti
us is 
known 
as the 
multili
ngual, 
multi-
ethnic 
and 
multicu
ltural 
island 

multili
ngual, 
multi-
ethnic 
and 
multic
ultural 
island  

Maurit
ius is 
known 
as the 
multili
ngual, 
multi-
ethnic 
and 
multic
ultural 
island 
due to 
colonis
ation 

Multi-
lingual  

Maurit
ius 
Constit
ution 
in 
Englis
h 
langua
ge  

4 Mauriti
us is 
one of 
the 
countri
es in 
the 
African 
contine
nt that 
has 
dual 
langua
ge 
policy 
which 
is 
diverge
nt from 
those 
of 
coloniz
ing 
power.  
Despite 

Plurist
ic 
societ
y  

Maurit
ius as 
French 
Colony  
promot
ed 
linguis
tic 
diversi
ty 
.This is 
directl
y 
related 
to 
culture 
and 
educati
onal 
concep
ts  

impact 
of 
coloni
sation 
on 
educat
ion 
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having 
been a 
British 
colony, 
Mauriti
us 
stuck to 
the 
French 
policy 
of not 
using 
African 
langua
ges for 
teachin
g.  

5 The 
Constit
ution of 
Mauriti
us was 
made 
final in 
a 
Constit
utional 
Confer
ence in 
1965 in 
London 
and the 
official 
langua
ge is 
English
.  

 
Consti
tution
al 
Confe
rence 

Maurit
ius 
Constit
utional 
Confer
ence 
with 
Englis
h as 
official 
langua
ge  

Officia
l  
langua
ge  

6 The 
Educati
on 
System 
in the 
island 
is 
closely 
related 
to that 
of the 
British  

British  
educat
ion 
syste
m 

Influen
ce of 
British 
on the  
educati
on 
system 
of 
Maurit
ius  

Englis
h 
langua
ge for  
educat
ion 
system  
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7 Mauriti
us got 
its 
indepe
ndence.  
Educati
on 
became 
one of 
the 
main 
preocc
upation
s of the 
Mauriti
an 
Govern
ment.  
Invest
ment of 
resourc
es, both 
human 
and 
materia
l in the 
Educati
on 
Sector 
led to 
progres
s.  3+ 
and 4+ 
aged 
childre
n 
receive
d per 
capita 
grant.  
Expans
ive 
primar
y-
school 
buildin
g 
progra
mme 
that 

Comp
ulsory 
and 
free 
primar
y 
educat
ion 

Invest
ment 
of 
resourc
es in 
the 
educati
on 
sector 
for the 
develo
pment 
of 
Maurit
ius 

Free 
Primar
y 
Educat
ion 

primar
y 
educati
on 
cycle 

Refor
m in 
educat
ion 
policy 
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extende
d free 
primar
y 
educati
on to 
all 
Mauriti
an 
childre
n. 

8 After 
Jomtie
n 
Confer
ence in 
1990, a 
Master 
Plan on 
Educati
on for 
an 
overall 
transfor
mation 
of the 
system 
was 
formul
ated.  
Nine-
year 
compul
sory 
and 
fundam
ental 
educati
on 
cycle 
was 
introdu
ced.  
Student
s who 
fail 
CPE in 
two 

Nine-
year 
compu
lsory 
and 
funda
mental 
educat
ion 
cycle 

 Nine-
year 
compu
lsory 
and 
funda
mental 
educati
on 
cycle 
and 
pre-
vocatio
nal 
stream 
was 
introdu
ced. 

 Nine-
year 
educat
ion 
cycle 
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sittings 
joined 
prevoc
ational 
stream 
for 
three 
continu
ous 
years. 

9 Quality 
educati
on is 
determi
ned by 
the 
number 
of 
childre
n a 
teacher 
can 
work 
with in 
a 
classro
om and 
quality 
teachin
g 

Teach
er-
Child 
ratio 

 the 
numbe
r of 
childre
n a 
teacher 
can 
work 
with 
for  
quality 
teachin
g 

reform 
in 
primar
y 
teachi
ng 

Refor
m in 
primar
y 
Educat
ion 
Policy  

1
0 

Toward
s a 
Quality 
Curricu
lum – 
Strateg
y for 
Reform 
was 
created. 
Nation
al 
Policy 
and 
Strateg
y 
Docum
ent on 
Special 
Educati

Strate
gy 
Docu
ment 
on 
specia
l 
educat
ion 
needs 

Nation
al 
Policy 
and 
Strateg
y 
Docum
ent on 
Special 
Educat
ion 
Needs 
and 
Inclusi
ve 
Educat
ion 

Policy 
on 
special 
educat
ion 
needs 
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on 
Needs 
and 
Inclusi
ve 
Educati
on in 
Mauriti
us to 
respon
d to 
specific 
and 
emergi
ng 
educati
onal 
needs 
of all 
childre
n with 
special 
educati
onal 
needs 
with 
focus 
on the 
SEN of 
all 
childre
n with 
disabili
ties.  
Diagno
stic 
Assess
ment in 
Standar
d III 
was 
introdu
ced. 

1
1 

The 
Ministr
y set up  
- a 
proper 
structur
e for 

Pre-
school 
servic
es and 
prepri
mary 

quality 
of 
presch
ool 
service
s 
throug

reform 
in 
primar
y 
curricu
lum 
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training 
of 
prescho
ol 
teacher
s 
- the 
provisi
on of 
prescho
ol 
service
s  
- a 
proper 
structur
e to 
ensure 
the 
quality 
of 
prescho
ol 
service
s that 
was 
being 
given 
in the 
private 
sector 
- A 
pre-
primar
y 
curricul
um  

curric
ulum 

h pre-
primar
y 
curricu
lum 

1
2 

Educati
on and 
Human 
Resour
ces 
Strateg
y Plan 
2008 – 
2020 
focused 
on 
Early 
Childh

smoot
h 
childr
en  
transit
ion 
(pre-
primar
y to 
primar
y 
school
s).  

Early 
Childh
ood 
Care 
and 
Educat
ion 
Author
ity Act 
was 
promul
gated 
Bridgi

Early 
Childh
ood 
Care 
and 
Educat
ion 
Author
ity Act  

ECCE
A Act 

Refor
m in 
Pre-
primar
y 
Educa
tion 
policy 
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ood 
Care 
and 
Educati
on 
Authori
ty Act 
was 
promul
gated 
Bridgin
g the 
Gap 
Project 
to 
smooth 
transiti
on of 
childre
n from 
pre-
primar
y to 
primar
y 
schools
.  
Baselin
e 
Profilin
g was 
introdu
ced in 
Standar
d I.  
Nation
al 
Curricu
lum 
Frame
work 
Primar
y saw 
the 
light. 

ng the 
Gap 
Project 
to 
smooth 
transiti
on of 
childre
n from 
pre-
primar
y to 
primar
y 
school
s.  
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1
3 

Early 
Childh
ood 
Care 
and 
Educati
on 
Authori
ty was 
set up.  
Set up 
of SEN 
Unit to 
implem
ent 
SEN 
policy 
through 
the 
ECCE
A. 
2 years 
prescho
ol 
educati
on + 6 
years 
of 
primar
y 
educati
on + 5 
years 
lower 
second
ary + 2 
years 
upper 
second
ary 
then 
student
s move 
to 
Higher 
Educati
on and 
from 
there to 
labour 

specia
l 
educat
ion 
need 
policy 

 Set up 
of 
SEN 
Unit to 
imple
ment 
SEN 
policy 
throug
h the 
ECCE
A 

Early 
Childh
ood 
Care 
and 
Educat
ion 
Author
ity Act  

Schoo
l 
Readi
ness 
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market.  
3 
years’ 
prevoc
ational 
stream 
for 
those 
who 
failed 
the 
CPE 
after 
primar
y 
schooli
ng was 
added. 

1
4 

Remedi
al 
Educati
on for 
Standar
d III 
and 
Enhanc
ement 
progra
mme 
for 
Standar
d III 
and IV 
were 
introdu
ced.  
Introdu
ction of 
Kreol 
Morisie
n as 
subject 
in 
Grade I 
for 
primar
y 
schoole
rs. 
Nation

Presch
ool 
and 
primar
y  
educat
ion 

Nation
al 
Curric
ulum 
Frame
work 
for 
Pre-
Primar
y was 
created 

Pre-
Primar
y 
Nation
al 
Curric
ulam 
Frame
work 

Pre-
Primar
yNatio
nal 
Curric
ulam 
Frame
work 
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al 
Curricu
lum 
Frame
work 
for Pre-
Primar
y was 
created.  

1
5 

Introdu
ction of 
Develo
pmenta
l 
Learner 
Profile, 
a tool 
used by 
teacher
s to 
record 
achieve
ments, 
abilitie
s and 
potenti
al of 
childre
n 
before 
they 
move 
to 
primar
y 
schools
.  
Primar
y 
School 
Readin
ess was 
introdu
ced in 
Grade I 
to 
enable 
primar
y 
school 

Readi
ness 
of the 
new 
entran
ts 

Introdu
ction 
of 
Develo
pmenta
l 
Learne
r 
Profile 

Introd
uction 
of 
Devel
opmen
tal 
Learne
r 
Profile 
(DLP) 

Develo
pmenta
l 
learner 
profile 

Early 
Childh
ood 
Educa
tion  
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teacher
s to 
know 
the 
readine
ss of 
the new 
entrant
s. 
Manual 
of 
Activiti
es for 
Pre-
primar
y 
school 
teacher
s. 

1
6 

Guideli
nes for 
a 
univers
al set 
of 
standar
ds for 
learnin
g, 
develo
pment 
and 
care 
that 
young 
childre
n 
should 
experie
nce in 
all 
prescho
ols 

Guidel
ine for 
presch
ool 
teache
rs 

Presch
ool 
curricu
lum 
guideli
ne for 
develo
pment 
of 
childre
n 

Presch
ool 
curricu
lum 
guideli
ne 
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1
7 

The 
NCF 
PP has 
been 
worked 
out in 
such a 
way 
that 
there 
all 
childre
n have 
the 
opportu
nity to 
acquire 
early 
learnin
g 
experie
nces 
through 
an anti-
discrim
inatory 
practic
e.The 
docum
ent 
propos
es 
guideli
nes for 
a 
univers
al set 
of 
standar
ds for 
learnin
g, 
develo
pment 
and 
care 
that 
young 
childre
n 

Litera
cy, 
numer
acy, 
socio-
emoti
onal 
compe
tencie
s 

What 
childre
n need 
to 
know 
before 
going 
to 
primar
y 
school 

Presch
ool 
teachi
ng 



 

391 
 

should 
experie
nce in 
all 
prescho
ols.  
Develo
pmenta
l needs 
of 
young 
learner
s and 
the 
environ
ment in 
which 
learnin
g 
should 
take 
place 
have 
been 
address
ed.   

1
8 

The 
DLP is 
filled 
by the 
prescho
ol 
teacher
s and 
sent to 
the 
primar
y 
school 
teacher
s.  The 
PSR is 
a 
booklet 
of 
worksh
eets 
and 
activiti
es that 

Introd
uction 
of 
Devel
opmen
tal 
Learn
er 
Profile 

What 
teacher 
need to 
know 
about 
child 
going 
from 
pre-
primar
y to 
primar
y 
school 

Use of 
the 
Devel
opmen
tal 
Learne
r 
Profile 
(DLP) 
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primar
y 
school 
teacher
s use to 
learn 
about 
the 
prior 
experie
nce and 
learnin
g of the 
new 
primar
y 
school 
entrant
s.  
Transc
ript 

Descri
ption 
(Inviv
o 
Codes
) 

Prelim
inary 
Thoug
hts 
(what 
is this 
about) 

Initial 
Categ
ories 

Refine
d 
Categ
ories 

Initial 
theme 

 Final 
Them
e 

Core 
Conc
ept 

Fin
al 
con
cep
t 

1
9 

Transiti
on of 
childre
n in 
early 
years is 
influen
ced by 
various 
factors 
such 
as, age 
of entry 
in 
formal 
schooli
ng, the 
differe
nce in 
the 
settings
, 
relation
ships, 

childr
en  
transit
ion 
factors 

Age of 
entry 
to 
formal 
school; 
Differe
nce in 
setting
s; 
Relatio
nships; 
Curric
ulum 
contin
uity 

Factor
s 
influen
cing 
transiti
on of 
childre
n 

Factors 
influen
cing 
transiti
on of 
childre
n 

Transi
tion 
from 
presch
ool to 
primar
y 
school 

Trans
ition 
practi
ces 
for 
schoo
l 
readin
ess 

Qualit
y 
educa
tion 
and 
schoo
l 
readin
ess 

Qua
lity 
earl
y 
yea
rs 
tran
siti
on 
pra
ctic
es 
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curricul
um 
continu
ity 
among 
others. 

2
0 

Attend
ance in 
prescho
ol and 
parents 
had 
some 
positiv
e 
influen
ces on 
childre
n’s 
transiti
on and 
adjust
ment to 
school 
and 
they 
conclu
ded 
that 
there 
need to 
be an 
increas
e 
awaren
ess of 
the 
importa
nce and 
effectiv
eness 
of early 
childho
od 
educati
on in 
prepari
ng 
learner

Factor
s 
influe
ncing 
transit
ion of 
childr
en; 
Adjust
ment 
in 
primar
y 
school
;  
Qualit
y 
educat
ion 

Provisi
on of 
quality 
educati
on to 
prepar
e 
childre
n for 
formal 
schooli
ng 

Factor
s 
influen
cing 
transiti
on of 
childre
n 
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s for 
success
ful 
learnin
g.  
Presch
ools 
hold an 
importa
nt role 
in 
support
ing 
childre
n’s 
adjust
ment to 
school 
and it 
was the 
govern
ment 
who 
should 
provide 
quality 
prescho
ol 
provisi
on.  

2
1 

Childre
n 
showin
g better 
behavi
oural 
skills in 
Scottis
h 
primar
y 
schools
, 
teacher
s 
tended 
to rate 
higher 
their 
school 

 
behavi
oral 
skills 

Behavi
oral 
skills 
and 
socio-
emotio
nal 
develo
pment 
determ
ines 
adjust
ment 
to 
formal 
school
s 

adjust
ment 
to 
formal 
school 

Adjust
ment 
to 
formal 
school 
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adjust
ment. 
Teache
rs 
reporte
d more 
interest 
in 
childre
n´s 
persona
l 
develo
pment 
(i.e., 
emotio
nal and 
social) 
during 
this 
period 
than in 
any 
specific 
academ
ic skill.  

2
2 

Childre
n 
showin
g better 
behavi
oural 
skills in 
Scottis
h 
primar
y 
schools
, 
teacher
s 
tended 
to rate 
higher 
their 
school 
adjust
ment. 
Teache
rs 

 
behavi
oral 
skills 

Behavi
oral 
skills 
and 
socio-
emotio
nal 
develo
pment 
determ
ines 
adjust
ment 
to 
formal 
school
s 

adjust
ment 
to 
formal 
school 
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reporte
d more 
interest 
in 
childre
n´s 
persona
l 
develo
pment 
(i.e., 
emotio
nal and 
social) 
during 
this 
period 
than in 
any 
specific 
academ
ic skill.  

2
4 

The 
role of 
socio-
emotio
nal 
develo
pment 
is a key 
point to 
foster 
transiti
on to 
primar
y 
school. 
This 
socio-
emotio
nal 
develo
pment 
is 
intrinsi
cally 
linked 
to the 
ability 
–

socio-
emoti
onal 
develo
pment 

socio-
emotio
nal 
develo
pment 
of the 
child 
and 
adjust
ment 
in 
formal 
classro
om 

adjust
ment 
to 
formal 
school 
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among 
others- 
to 
make 
friends 
and 
general 
socialis
ation in 
classro
om and 
arguabl
y has a 
positiv
e effect 
on 
behavi
our in 
the 
classro
om. 

2
3 

Transiti
on and 
adjust
ment 
are 
closely 
intertwi
ned and 
the 
‘onenes
s’ or 
belongi
ng is a 
key 
indicat
or of 
success
ful 
transiti
on.  
Onenes
s is 
associa
ted 
with 
the 
child’s 
sense 
of 

Sense 
of 
belong
ing; 
Adjust
ment 

Teache
r-child 
relatio
nship 
during 
transiti
on 
improv
es 
adjust
ment 

Sense 
of 
belong
ing - 
factor 
for 
adjust
ment 

Factor 
of 
adjust
ment 
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identity 
and 
belongi
ng, 
which 
means 
that 
when 
childre
n feel 
valued 
and 
support
ed, 
connect
ed with 
others 
and the 
new 
setting, 
they 
adjust 
more 
easily. 

2
5 

Transiti
on 
practic
es 
contrib
ute not 
only to 
the 
parent-
teacher 
relation
ship 
but to 
the 
involve
ment of 
parents 
in the 
school 
experie
nce of 
the 
student
s as 
critical 
outcom

Parent
al 
involv
ement 

Parent
al 
involv
ement 
in 
educati
on of 
childre
n leads 
to 
succes
sful 
transiti
on 

Parent
al 
involv
ement 

Parent
al 
involv
ement 
as 
transiti
on 
practic
e 

Transi
tion 
practic
es  
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e 
variabl
es 
within 
success
ful 
transiti
on to 
elemen
tary 
school. 

2
6 

When 
parents 
particip
ated in 
more 
transiti
on 
activiti
es, they 
became 
more 
involve
d in 
their 
child’s 
educati
on. 
This 
elemen
t has 
shown 
great 
influen
ce 
during 
this 
transiti
on 
period 
given 
that it 
has 
been 
observe
d that 
major 
parenta
l 
involve

Parent 
partici
pation 

Parent
al 
involv
ement 
in 
educati
on of 
childre
n leads 
to 
succes
sful 
transiti
on and 
acade
mic 
succes
s 

Transit
ion 
practic
es 
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ment 
leads to 
greater 
academ
ic 
success  

2
7 

More 
attentio
n 
should 
be 
given 
to the 
workin
g 
practic
es that 
frame 
bounda
ry work 
and 
bounda
ry 
spaces 
had to 
be 
manage
d and 
they 
also 
propos
ed that 
there is 
a need 
to 
deepen 
the 
underst
anding 
about 
everyd
ay 
transiti
on 
practic
es and 

Transi
tion 
practic
es 

How 
presch
ool 
and 
primar
y 
school 
teacher
s 
constru
ct their 
practic
es. 

Need 
for 
transiti
on 
practic
es 

Transit
ion 
practic
es 
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as a 
means 
to 
develo
p good 
transiti
on 
practic
es, 
there is 
the 
need to 
learn 
more 
about 
the 
process
es in 
which 
the 
practic
es are 
constru
cted.  

2
8 

There 
is a 
need 
for 
teacher 
in the 
prior to 
school 
setting 
and the 
primar
y 
school 
to 
assist 
childre
n more 
explicit
ly. 

Transi
tion 
practic
es 

Sendin
g and 
receivi
ng 
teacher
s 
practic
es 
during 
transiti
on 
proces
s 

Teach
er 
transiti
on 
practic
es 
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2
9 

The 
key 
elemen
ts in 
effectiv
e 
transiti
on 
practic
e 
include 
teacher 
collabo
ration, 
parenta
l 
particip
ation 
and 
childre
n’s 
agency 
gave 
rise to 
questio
ns as 
follows
: 
• How 
teacher
s may 
be 
support
ed to 
collabo
rate 
• In 
what 
ways 
can we 
make 
space 
for 
parenta
l 
particip
ation 
• What 
is 
meant 

Transi
tion 
practic
es 

how 
can 
teacher 
imple
ment 
effecti
ve 
transiti
on 
practic
es 

Teach
er 
transiti
on 
practic
es 
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by 
childre
n’s 
agency 
and 
how 
does it 
help 

3
0 

While 
there 
has 
been 
recom
mendat
ions for 
child 
prepara
tion yet 
most of 
the 
suggest
ions are 
directe
d 
toward 
parents 
and 
service 
provide
rs, such 
as the 
use of 
timelin
es for 
comple
tion of 
transiti
on-
related 
tasks 
and 
arrangi
ng 
visits to 
prospec

Transi
tion 
activit
ies 

Transit
ion 
activiti
es to 
prepar
e of 
childre
n for 
transiti
on 
from 
presch
ool to 
formal 
school 

Transit
ion 
activiti
es 

Transit
ion 
activiti
es 
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tive 
progra
ms. 

3
1 

South 
Africa 
has 
establis
hed a 
policy 
to 
assist 
in 
prepari
ng 
childre
n for 
formal 
schooli
ng 
through 
the 
develo
pment 
of the 
2001 
White 
Paper 
No. 5 
on 
Early 
Childh
ood 
Develo
pment. 

 
formal 
school
ing 
policy 

It is 
mandat
ory to 
prepar
e 
childre
n for 
formal 
schooli
ng. 

Prepar
e 
childre
n for 
formal 
school 

Qualit
y 
Educat
ion 

Qualit
y 
Educa
tion in 
Early 
Years 

Qualit
y in 
Early 
Years 
Educa
tion 
and 
transit
ion 
practi
ces 

3
2 

The 
British 
Govern
ment 
introdu
ced the 
EYFS 
in 2008 
in order 

 Early 
Years 
Educa
tion 
Policy 

Introdu
ction 
of 
EYFS 

Early 
Years 
Found
ation 
Stage 
in UK 
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to 
ensure 
that the 
provisi
on of 
quality 
early 
years 
educati
on is 
consist
ent 
through
out the 
country
.  It has 
been 
recogni
sed that 
the 
introdu
ction of 
the 
EYFS, 
shows 
its 
commit
ment to 
early 
years 
educati
on.  

3
3 

Tacklin
g drop-
out and 
failure 
rates 
are of 
particul
ar 
importa
nce in 
light of 
internat
ional 
commit
ments 
and 
policies 
regardi

 drop-
outs 
and 
failure 
rates 

Drop-
outs 
and 
failure 
rates 
are of 
major 
concer
n to 
policy 
makers 

Provisi
on of 
quality 
educat
ion 
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ng 
univers
al 
covera
ge and 
the 
provisi
on of 
high 
quality 
educati
onal 
service
s in 
primar
y 
educati
on  

3
4 

There 
is an 
awaren
ess of 
the 
benefit
s of 
cross-
sector 
collabo
ration, 
the 
sharing 
of 
knowle
dge and 
the 
importa
nce of 
creatin
g 
opportu
nities 
for 
childre
n to 
build 
on 
what 
they 
already 
know, 

knowl
edge 
base 
of 
Curric
ulum  

Curric
ulum 
contin
uity as 
transiti
on 
practic
e 

Curric
ulum 
and 
transiti
on 

Curric
ulum 
contin
uity 
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can do 
and 
have 
experie
nced. 
Transiti
on 
practic
es have 
an 
impact 
on 
curricul
um and 
its 
implem
entatio
n.  

3
5 

Childre
n 
should 
be 
support
ed to 
demons
trate 
and use 
what 
they 
know, 
and 
their 
skills, 
sense 
of 
worth 
and 
self-
directe
d 
learnin
g can 
bridge 
into 
new 
opportu
nities 
consist
ently 
and 

transit
ion 
base 
of 
curric
ulum 

Curric
ulum 
contin
uity as 
transiti
on 
practic
e 

Curric
ulum 
contin
uity as 
transiti
on 
practic
e 
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confide
ntly.   

3
6 

Alignm
ent of 
the 
curricul
a and 
sharing 
written 
inform
ation 
betwee
n 
prescho
ol and 
primar
y 
school 
were 
the best 
predict
ors for 
a 
positiv
e 
childre
n’s 
skills 
develo
pment. 
The 
more 
diversit
y of 
transiti
on 
practic
es 
implem
ented, 
predict
ed 
specific
ally a 
major 

Childr
en 
skill 
develo
pment 

Curric
ulum 
contin
uity 
and 
sharing 
of 
inform
ation 
betwee
n 
presch
ools 
and 
primar
y 
school
s  

Curric
ulum 
contin
uity 
and 
sharin
g of 
inform
ation 
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develo
pment 
on 
childre
n’s 
academ
ic 
skills. 

3
7 

Whilst 
all of 
these 
discont
inuities 
impact 
on 
childre
n’s 
transiti
ons 
differe
ntly, 
there is 
a 
strong 
consen
sus that 
pedago
gical 
discont
inuities 
are the 
most 
pertine
nt with 
regard 
to the 
polaris
ation of 
Early 
Years 
Founda
tion 
Stage 
and 
Year 1 
provisi
on.  
Evident

Pedag
ogical 
contin
uity  

Contin
uity of 
pedago
gy to 
smooth 
transiti
on to 
formal 
schooli
ng 

adjust
ment 
to 
formal 
school 
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ly, 
there is 
an 
absenc
e of 
bridgin
g 
betwee
n these 
two 
phases 
of 
educati
on, 
meanin
g, 
childre
n are at 
risk of 
experie
ncing 
an 
abrupt 
transiti
on to 
formal 
schooli
ng   

3
8 

In the 
United 
Kingdo
m, the 
Early 
Years 
Founda
tion 
Stage 
(EYFS) 
sets the 
standar
ds that 
all 
early 
years 
provide
rs must 
meet to 
ensure 
that 
childre

Presch
ool 
curric
ulum 
guidel
ines 

Knowl
edge 
and 
skills 
childre
n 
should 
acquire 
throug
h a 
guided 
curricu
lum 

Curric
ulum 
guideli
nes 

British 
transiti
on 
practic
es 

Schoo
l 
readin
ess 
and 
British 
transit
ion 
practic
e 
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n learn 
and 
develo
p well 
and are 
kept 
healthy 
and 
safe.  It 
promot
es 
teachin
g and 
learnin
g to 
ensure 
childre
n’s 
‘school 
readine
ss’ and 
gives 
childre
n the 
broad 
range 
of 
knowle
dge and 
skills 
that 
provide 
the 
right 
foundat
ion for 
good 
future 
progres
s 
through 
school 
and life 
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3
9 

The 
Early 
Years 
Founda
tion 
Stage 
Profile 
(EYFS
P) 
which 
is a 
docum
ent that 
is filled 
by the 
teacher
s 
workin
g with 
four to 
five 
years 
old.  It 
records 
each 
child’s 
progres
s and 
develo
pment.  
Childre
n are 
assesse
d by 
the 
teacher 
who is 
meant 
to 
judge 
whethe
r the 
child is 
acquiri
ng the 
require
d level 
of 
develo
pment 

 
Curric
ulum 
Frame
work 

What 
childre
n need 
to 
know 
before 
going 
to 
primar
y 
school 

Teach
er 
practic
es 
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at the 
end of 
the 
recepti
on year 
or the 
first 
year of 
primar
y 
schooli
ng.  
There 
are 
three 
levels 
of 
expecta
tions, 
the 
expecte
d level, 
the 
exceedi
ng the 
level, 
and the 
not yet 
reachin
g the 
level 
(DfE, 
2013).  
The 
EYFS 
therefo
re is a 
prescri
bed 
curricul
um that 
guides 
practiti
oners 
in their 
practic
e. 
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4
0 

There 
are 
system
atic 
differe
nces 
betwee
n 
prescho
ol and 
primar
y 
school 
educati
on, 
with 
regard 
to 
physica
l 
environ
ment, 
curricul
um 
content
, 
classro
om 
organis
ation, 
and 
pupil-
teacher 
ratio  

contra
st pre 
and  
primar
y 
school
s 

Differe
nces 
betwee
n 
presch
ool 
and 
primar
y 
school 

Distin
ction 
betwee
n 
presch
ool 
and 
primar
y 
school 
educat
ion 

Differe
nce 
betwee
n 
presch
ool 
and 
primar
y 
school 

4
1 

Larger 
class 
size, a 
subject 
based 
curricul
um, 
stricter 
school 
rules, 
more 
homew
ork, a 
tighter 
timetab
le and 

school 
rules 

Deter
minant
s of 
effecti
ve 
transiti
on 

Challe
nges 
of 
transiti
on 
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longer 
school 
hours 
which 
deman
d the 
use of 
literacy 
and 
numera
cy 
skills 
are 
what 
make 
transiti
on 
from 
prescho
ol to 
primar
y 
school 
challen
ging 

4
2 

Transiti
on 
interve
ntion 
could 
have 
positiv
e long-
term 
outcom
es on 
childre
n’s 
academ
ic 
achieve
ment. 
Having 
teacher
s well 
prepare
d and 
childre
n ready 
to 

 
school 
readin
ess 

Prepar
ed 
teacher
s and 
ready 
childre
n lead 
to 
positiv
e 
transiti
on 

Readin
ess of 
teache
rs and 
childre
n 
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transiti
on, a 
positiv
e and 
direct 
impact 
on first 
grade 
failure 
and 
repetiti
on rates 
was 
observe
d. 
There 
is an 
importa
nt 
impact 
on 
drop-
out and 
course 
repetiti
on rates 
if 
transiti
on 
process 
is not 
appropr
iately 
address
ed 

4
3 

Teache
rs’ 
emotio
nal 
support 
was 
associa
ted 
with a 
major 
phonol
ogical 
awaren
ess.  
When a 

Emoti
onal 
suppor
t 

Teache
rs 
influen
ce 
learnin
g 
throug
h 
interac
tion 
and 
emotio
nal 
suppor
t 

Suppo
rt of 
primar
y 
teache
rs 

Receiv
ing 
end 

Teach
er 
practic
es 

Conse
quenti
al 
transit
ion 
and 
transit
ion 
practi
ces 

Conse
quenti
al 
transit
ions 
theor
y and 
transit
ion 
practi
ces 



 

417 
 

high 
quality 
teacher
-child 
interact
ion was 
observe
d, the 
vocabu
lary of 
fifth 
grade 
childre
n 
increas
ed 
signific
antly. 
Emotio
nal and 
instruct
ional 
teacher 
support 
was 
associa
ted 
with an 
improv
ement 
in 
word-
reading
.  

4
4 

Classro
om 
organiz
ations 
had a 
positiv
e 
impact 
on the 
develo
pment 
of math 
skills. 

Classr
oom 
organi
zation 

Classr
oom 
organi
zation 
in 
primar
y 
school
s 

Primar
y 
school 
classro
om 
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4
5 

Teache
r’s 
frequen
t use of 
transiti
on 
practic
es was 
associa
ted to a 
major 
family 
involve
ment 
which 
in turn 
had a 
positiv
e effect 
on 
childre
n´s 
academ
ic 
attainm
ent.  

child 
acade
mic 
attain
ment 

Transit
ion 
practic
es 
involvi
ng 
familie
s has 
positiv
e 
effect 
on 
childre
n's 
acade
mic 
achiev
ement 

Teach
ers 
transiti
on 
practic
es 

Sendin
g and 
receivi
ng 
teacher
s 
practic
es 

4
6 

Once 
the 
transiti
on 
period 
has 
taken 
place, 
the role 
of the 
prescho
ols and 
the 
sending 
teacher
s 
comes 
to an 
end, 
while 
that of 
the 
primar
y 

teache
r 
focuse
d 
transit
ion 

Role 
of 
presch
ool 
and 
primar
y 
school 
teacher
s in 
transiti
on 

Role 
of 
sendin
g and 
receivi
ng 
teache
rs 
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school 
teacher
s 
become
s active 

4
7 

Conseq
uential 
Theory 
(1999) 
is 
mainly 
concer
ned 
with 
how 
knowle
dge is 
transfer
red 
from 
one 
situatio
n or 
setting 
to 
another
.  
Transiti
ons are 
conseq
uential 
becaus
e they 
have an 
impact 
on the 
individ
ual and 
the 
social 
context 
they 
live in. 

Conse
quenti
al 
theory 

Transf
er of 
knowle
dge 
from 
one 
situatio
n to 
anothe
r 
setting 

Transit
ion 

Transit
ion 
theory 

Theor
y of 
conse
quenti
al 
transit
ion 
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4
8 

Conseq
uential 
transiti
on is 
directe
d 
toward
s not 
only 
how 
educati
on can 
prepare 
childre
n, 
adolesc
ents, 
and 
adults 
adapt 
to 
existin
g 
society 
by 
maintai
ning a 
certain 
degree 
of 
continu
ity in 
collecti
ve 
values 
and 
beliefs, 
but also 
how to 
prepare 
individ
uals to 
particip
ate in 
the 
transfor
mation 
of 
society 

conse
quenti
al 
transit
ion 

How 
teacher
s 
prepar
e 
childre
n for 
formal 
schooli
ng 

Conse
quenti
al 
transiti
on 
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4
9 

Four 
types 
of 
transiti
ons to 
underst
and the 
differe
nt form 
of 
conseq
uential 
transiti
on:  - 
Lateral, 
Collate
ral, 
Encom
passing 
and 
Mediati
onal 

Types 
of 
conse
quenti
al 
transit
ion 

Conse
quentia
l 
transiti
on can 
be of 
four 
types 

Types 
of 
conseq
uential 
transiti
on 

5
0 

Conseq
uential 
transiti
on has 
been 
used in 
studyin
g the 
transiti
on 
from 
primar
y to 
second
ary 
school.  
The 
strategi
es used 
to 
smooth 
transiti
on 
draws 
on 
mediati
onal 

Media
tional 
transit
ion 

Study 
how 
teacher
s 
prepar
e 
childre
n for 
the 
transiti
on 
from 
presch
ool to 
primar
y 
school 

Mediat
ional 
transiti
on 
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transiti
on.  

 Transc
ript 

Descri
ption 
(Nviv
o 
Codes
) 

Prelim
inary 
Thoug
hts 
(what 
is this 
about) 

Initial 
Categ
ories 

Refine
d 
Categ
ories 

Initial 
theme 

 Final 
Them
e 

Core 
Conc
ept 

Fin
al 
con
cep
t 

5
1 

The 
Strategi
c Plan 
2008 – 
2020 
outline
s two 
objecti
ves on 
the 
prescho
ol and 
primar
y 
school 
sector                                                
- lay 
emphas
is on 
teachin
g and 
learnin
g                                                       
- the 
differe
nt 
transiti
ons in 
the life 
of the 
child  

school 
transit
ion 

Presch
ool 
and 
primar
y 
school 
teachin
g and 
learnin
g in 
relatio
n to 
differe
nt 
transiti
ons the 
child 
has to 
go 
throug
h in 
life 

Strateg
ic Plan 
2008 - 
2020 

Educat
ion 
Policy 

Qualit
y 
Early 
Childh
ood 
Educa
tion 

Polic
y and 
qualit
y 
early 
childh
ood 
educa
tion 

Schoo
l 
readin
ess 
and 
policy 

Tea
che
r 
foc
use
d 
tran
siti
on 
pra
ctic
es 
for 
sch
ool 
rea
din
ess 
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5
2 

Domai
ns of 
develo
pment 
are 
being 
given 
more 
importa
nce, the 
objecti
ve 
being 
“to 
ensure 
that 
ALL 
childre
n aged 
3 to 5 
years in 
Mauriti
us have 
the 
opportu
nity to 
develo
p their 
individ
ual 
intellec
tual, 
socio-
emotio
nal and 
psycho
-motor 
skills to 
the best 
of their 
capacit
y in 
order to 
build 
the 
confide
nce and 
self-
esteem 
in 

childh
ood 
learni
ng  
found
ations  

Sendin
g 
teacher
s must 
ensure 
school 
readine
ss of 
childre
n 
throug
h the 
domai
ns of 
develo
pment, 
self-
develo
pment, 
with 
necess
ary 
skills 
and 
knowle
dge for 
further 
learnin
g. 

EHRS
P 2008 
– 2020 
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learnin
g that 
will not 
only 
prepare 
them 
for the 
next 
level 
(primar
y 
school) 
but, 
more 
importa
ntly, 
lay the 
foundat
ions for 
learnin
g that 
will 
support 
them 
through
out 
their 
lifetime
”. 

5
3 

Inheren
t 
differe
nces in 
policies 
and 
framew
orks 
which 
guide 
prescho
ol and 
primar
y 
school 
curricul
a may 
create 
discont
inuities 
and 

educat
ion 
Policy 

A link 
needs 
to be 
establi
shed 
betwee
n 
presch
ool 
and 
primar
y 
school 
curricu
lum to 
ensure 
contin
uity 

Contin
uity 
from 
presch
ool to 
primar
y 
school 

Curric
ulum 
contin
uity 
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therefo
re 
prove 
challen
ging 
for 
young 
childre
n  

5
4 

To 
maintai
n 
continu
ity with 
primar
y 
schools
, a 
rudime
ntary 
segrega
tion 
need to 
exist 
with 
respect 
to the 
subject
s they 
teach at 
the first 
grade 
of the 
primar
y 
school 

Pedag
ogical 
contin
uity  

For 
smooth 
transiti
on to 
formal 
schooli
ng 
there 
need to 
be 
contin
uity 

Curric
ulum 
and 
pedag
ogical 
contin
uity 
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5
5 

Curricu
lum 
guideli
nes can 
be seen 
as a 
means 
to 
ensure 
continu
ity in 
childre
n’s 
learnin
g as 
they 
reach 
compul
sory 
school 
age.  
Regulat
ing 
curricul
um has 
been 
seen as 
raising 
the 
status 
and 
visibilit
y of 
early 
childho
od 
instituti
ons, a 
measur
e of 
quality 
improv
ement 
and 
equity, 
a goal-
steerin
g 
device 
within 

educat
ion 
policy 
on 
teachi
ng 
Qualit
y  

Nation
al 
Curric
ulum 
guideli
nes to 
ensure 
quality 
early 
childh
ood 
educati
on 

Ensuri
ng 
contin
uity 
policy 
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the 
context 
of 
nationa
l 
decentr
alisatio
n 
policies 
and as 
a way 
to 
establis
h a 
shared 
framew
ork of 
guiding 
principl
es 
among 
major 
stakeho
lders in 
the 
field  

5
6 

Transiti
on is a 
process 
which 
does 
not end 
when 
childre
n start 
school.  
It is 
about 
creatin
g a 
seamle
ss 
process 
that 
will 
enable 
childre
n to 
learn 
and 

childh
ood 
learni
ng 
setting
s 

Childr
en 
should 
be 
prepar
ed for 
contin
uity in 
learnin
g in 
any 
transiti
on 
proces
s 

Teachi
ng for 
contin
uity 

Contin
uity 
from 
presch
ool to 
primar
y 
school 

Teachi
ng for 
contin
uity  
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develo
p 
continu
ously 
from 
home 
and 
early 
childho
od 
settings 
to the 
primar
y 
school.   

5
7 

Primar
y 
schools 
prepare 
for the 
transiti
on of 
childre
n into 
formal 
educati
on 
while 
structur
ing the 
first 
year of 
formal 
educati
on to 
deliver 
develo
pmenta
lly-
appropr
iate 
learnin
g while 
promot
ing 
continu
ity.   

Recei
ving 
teache
rs 

Receiv
ing 
teacher
s 
promot
e 
contin
uity 
throug
h 
develo
pmenta
lly 
approp
riate 
practic
es 

Promo
ting 
contin
uity at 
receivi
ng end 
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5
8 

The 
objecti
ves of 
prescho
ol 
educati
on 
were to 
provide 
a 
smooth 
and 
success
ful 
inducti
on to 
primar
y 
school 
and to 
develo
p 
cogniti
ve and 
behavi
oural 
skills  

Presch
ool 
educat
ion  

Presch
ool 
teacher
s must 
prepar
e 
childre
n for 
primar
y 
school 
educati
on 

Role 
of 
Sendin
g 
teache
rs 

Role 
of 
sendin
g 
teacher
s 

5
9 

The 
prescho
ol 
teacher 
is the 
one 
who is 
aware 
about 
the 
child 
rather 
than 
the 
primar
y 
school 
teacher  

Sendi
ng 
teache
rs 

Presch
ool 
teacher
s know 
the 
childre
n in 
their 
setting 
before 
they 
go to 
primar
y 
school 
where 
the 
teacher 
knows 
nothin
g yet 
about 
them. 

Sendin
g 
teache
rs 
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6
0 

Teache
rs have 
to help 
childre
n build 
new 
and 
trusting 
relation
ships 
within 
early 
childho
od 
commu
nities. 

Presch
ool 
practic
es; 
transit
ion 
activit
ies 

Presch
ool 
teacher
s help 
childre
n 
develo
p 
sociall
y. 

Sendin
g 
teache
rs 
practic
e 

Sendin
g 
teacher
s 
practic
es 

6
1 

Transiti
on 
activiti
es may 
contrib
ute to 
continu
ity 
since 
continu
ity of 
learnin
g 
experie
nces 
facilitat
es 
transiti
on 
from 
prescho
ol to 
primar
y 
school. 

Sendi
ng 
teache
rs; 
transit
ion 
activit
ies 

Sendin
g 
teacher
s can 
facilita
te 
transiti
on of 
childre
n to 
primar
y 
school
s 
throug
h 
transiti
on 
activiti
es. 

Sendin
g 
teache
rs 

6
2 

The 
ways in 
which 
policies 
are 
underst
ood by 
those 
who 

Teach
ers' 
charac
teristic
s 

Teache
rs 
abidin
g to 
policie
s 

Policy 
and 
teache
r 
practic
es 

Policy 
and 
teacher
s 

Transi
tion in 
early 
years 
and 
policy 
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need to 
put 
them 
into 
practic
e are 
influen
ced by 
social, 
instituti
onal 
and 
persona
l 
charact
eristics.   

6
3 

The 
role of 
teacher
s is to 
make 
childre
n's 
disposit
ions to 
learn 
visible 

Sendi
ng and 
receivi
ng 
teache
rs 

Teache
rs 
influen
ce 
learnin
g 
proces
s of 
childre
n 

Role 
of 
teache
rs 

6
4 

School 
is an 
unchan
geable 
unit to 
which 
the 
childre
n have 
to 
adjust 
and to 
which 
the 
ECCE 
setting 
must 
deliver 
childre
n who 
are 
ready. 

Role 
of 
presch
ools; 
Role 
of 
school
s 

Sendin
g 
teacher
s must 
prepar
e 
childre
n for 
primar
y 
school 

Role 
of 
Sendin
g 
teache
rs 
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6
5 

Not 
being 
ready 
for 
transiti
on to 
school 
at some 
point 
can be 
detrime
ntal to 
future 
learnin
g and 
self-
esteem.   
Transiti
on to 
school 
is 
equally 
importa
nt as to 
what 
happen
s once 
the 
childre
n are in 
schools
. 

transit
ion 
prepar
edness 

Transit
ion to 
school 
is 
import
ant for 
future 
learnin
g and 
for the 
self-
esteem 
of the 
child 

Import
ance 
of 
transiti
on 

Import
ance of 
transiti
on 

6
6 

Transiti
on is a 
process 
which 
does 
not end 
when 
childre
n start 
school.  
It is 
about 
creatin
g a 
seamle
ss 
process 
that 

Proces
s of 
transit
ion; 
Import
ance 
of 
transit
ion 

Transit
ion is a 
proces
s 
which 
caters 
for 
further 
learnin
g 
contin
uosly 

Import
ance 
of 
transiti
on 
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will 
enable 
childre
n to 
learn 
and 
develo
p 
continu
ously 
from 
home 
and 
early 
childho
od 
settings 
to the 
primar
y 
school.   

6
7 

Presch
ools 
need to 
work 
toward
s 
helping 
childre
n 
develo
p their 
capaciti
es in all 
the 
aspects 
of 
develo
pment.  
Presch
ool 
teacher
s need 
to 
prepare 
childre
n for 
formal 
schooli
ng.  It 

presch
ool 
teache
rs 
prepar
e 
childr
en 

Sendin
g 
teacher
s must 
prepar
e 
childre
n for 
primar
y 
school 

Sendin
g 
teache
rs 
focuse
d 
transiti
on 
practic
es 

Sendin
g 
teacher
s 
focuse
d 
transiti
on 
practic
es 

Sendi
ng 
teache
rs 
focuse
d 
transit
ion 
practic
es 

Sendi
ng 
teach
ers 
focus
ed 
transit
ion 
practi
ces 
and 
transit
ion 
activit
ies 

Teach
er 
focus
ed 
transit
ion 
practi
ces 
for 
schoo
l 
readin
ess 
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is 
through 
the 
acquisit
ion of 
certain 
basic 
knowle
dge, 
skills, 
and 
compet
encies 
that 
childre
n will 
be able 
to 
move 
from 
prescho
ol to 
primar
y 
school. 

6
8 

School 
readine
ss 
develo
ps 
through 
school 
experie
nces of 
childre
n, 
while 
they 
manage 
the 
various 
context
s and 
deman
ds they 
come 
across, 
posits 
that 
school 

child 
school 
experi
ences 

Sendin
g 
teacher
s shape 
school 
experie
nces of 
childre
n 
leading 
to 
school 
readine
ss 

Sendin
g 
teache
rs 
focuse
d 
transiti
on 
practic
es 
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and 
classro
om 
practic
es and 
context 
of 
school 
shape 
experie
nces of 
childre
n  

6
9 

What 
educato
rs do 
matters
!’ and 
when 
the 
teacher
s 
notice, 
name 
and 
nurture 
each 
child’s 
disposit
ions to 
learn, 
they 
cultivat
e a 
commu
nity 
that 
values 
each 
child’s 
identity 
as a 
mighty 
learner 
and 
citizen.   

Teach
er 
focuse
d 
practic
es 

Teache
r 
creates 
the 
learner 
and the 
social 
being 
of the 
child 

Teach
er 
focuse
d 
practic
es 
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7
0 

The 
key 
role of 
the 
Govern
ment 
when 
they 
dictate 
teacher
s’ 
practic
es, with 
nationa
l 
guideli
nes 
which 
outline 
differe
nt 
models 
of 
teachin
g, give 
rise to 
discont
inuities 
in the 
teacher
s’ 
pedago
gies as 
they 
strive 
to meet 
these 
guideli
nes in 
their 
individ
ual 
instituti
ons.  
Teache
rs may 
opt 
away 
from 
the 

Nation
al 
Curric
ulum 
Frame
work; 
pedag
ogical 
approa
ch; 
curric
ulum 
guidel
ines; 
Policy 
and 
transit
ion of 
childr
en;  

Transit
ion 
practic
es of 
teacher
s are 
influen
ced by 
policy 
and 
curricu
lum 
guideli
nes 

Policy 
and 
curricu
lum 
guideli
nes 
influen
cing 
teache
r 
practic
es 

Factors 
influen
cing 
transiti
on of 
childre
n 
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play 
focus 
of 
prescho
ol due 
to the 
emphas
is laid 
on 
perfor
mance 
for 
primar
y 
school 
childre
n, so as 
to help 
them in 
their 
academ
ic 
achieve
ment.   

7
1 

How 
teacher
s make 
sense 
of 
curricul
um 
initiativ
es and 
the 
impact 
these 
have on 
their 
thinkin
g and 
daily 
practic
e is a 
basic 
issue in 
curricul
um 
change  

Curric
ulum 
chang
e; 
teache
r 
practic
es 

Teache
rs 
transiti
on 
practic
es 
influen
ced by 
curricu
lum 
guideli
nes 

Curric
ulum 
guideli
nes 
influen
cing 
teache
r 
practic
es 
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7
2 

Transiti
on 
activiti
es that 
helped 
in 
identify
ing 
feeling
s and 
promot
ing 
friends
hip 
enabled 
childre
n to 
better 
adjust 
into 
primar
y 
school 
and 
develo
ped a 
sense 
of 
belongi
ng, 
formed 
new 
friends
hips 
and 
showed 
greater 
resilien
ce  

Transi
tion  
adjust
ment; 

Transit
ion 
activiti
es to 
prepar
e of 
childre
n for 
transiti
on 
from 
presch
ool to 
formal 
school 

Activit
ies 
easing 
transiti
on 

Transit
ion 
activiti
es 

Transi
tion 
activit
ies 

7
3 

School 
readine
ss is 
also 
associa
ted 
with 
self-
confide
nce, 
listenin

Schoo
l 
readin
ess; 
skills 
for 
school 
readin
ess 

What 
childre
n need 
to 
acquire 
before 
going 
to 
primar
y 
school 

Skills 
for 
school 
readin
ess 

Acquis
ition of 
skills 
for 
school 
readine
ss 
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g to 
instruct
ions, 
showin
g 
curiosit
y and 
interest 
and 
being 
able to 
separat
e from 
their 
parent/
carer 
for a 
whole 
day, 
countin
g, 
mathe
matical 
skills 
and 
reading 
and 
writing.   

7
4 

School 
readine
ss was 
related 
to self-
care 
skills, 
where 
the 
child 
can go 
to toilet 
on 
his/her 
own 
and the 
ability 
to 
socialis
e.   

Skills 
for 
school 
readin
ess; 
Indepe
ndent 
skills 

Sendin
g 
teacher
s teach 
skills 
to 
becom
e ready 
for 
formal 
school
s 

Indepe
ndent 
skills 
for 
school 
readin
ess 
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7
5 

Self-
esteem, 
social 
skills, 
indepe
ndence, 
langua
ge and 
commu
nicatio
n skills, 
and 
concent
ration 
are 
importa
nt for 
transiti
on  

Skills 
for 
school 
readin
ess 

What 
skills 
childre
n 
should 
acquire 
for a 
smooth 
transiti
on 

Skills 
for 
primar
y 
school
s 

Skills 
require
d to 
join 
primar
y 
school
s 

Schoo
l 
readin
ess 

Teach
ing 
for 
schoo
l 
readin
ess 

7
6 

A set 
of 
factors 
such as 
the 
ability 
to 
listen 
and 
concent
rate, 
ability 
to 
count, 
recite 
the 
alphabe
t, know 
letters, 
shapes 
and 
colours
, 
behave 
in a 
polite 
and 
socially 
accepta
ble 
manner 

Skills 
for 
school 
readin
ess 

Skills 
childre
n 
should 
acquire 
to join 
primar
y 
school
s 

Factor
s of 
school 
readin
ess 
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are pre-
academ
ic skills 
which 
are 
equally 
importa
nt for 
transiti
on. 

7
7 

The 
transiti
on 
period 
is one 
in 
which 
academ
ic skills 
are 
being 
formall
y 
taught  

Transi
tion; 
Acade
mic 
skills 

Acade
mic 
skills 
are 
require
d for 
transiti
on. 

Transit
ion 
and 
acade
mic 
skills 

Readin
ess for 
transiti
on 

7
8 

Readin
ess 
implies 
differe
nt 
notions 
such 
as, 
readine
ss to 
learn, 
readine
ss for 
school 
and 
‘child-
ready’ 
schools 
focusin
g on 
educati
onal 
interve
ntions 
and 
outcom

Ready 
for 
school
s; 
Schoo
l 
readin
ess;  

What 
does 
being 
ready 
for 
school 
mean? 

Ready 
for 
school
s 
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es in 
terms 
of 
quality  

7
9 

Pedago
gical 
matters 
are of 
concer
n in the 
prepara
tion of 
childre
n for 
the 
transiti
on to 
primar
y 
schools 

Pedag
ogical 
contin
uity; 
prepar
ing 
childr
en for 
primar
y 
school
s; 

Pedago
gy is 
the 
root of 
prepari
ng 
childre
n for 
primar
y 
school
s 

Pedag
ogy to 
prepar
e 
childre
n  

Philos
ophy 
of 
practic
e 

Teachi
ng 
philos
ophy 
in 
early 
years 

8
0 

Presch
ool 
teacher
s adopt 
more 
progres
sive 
and 
humani
stic 
philoso
phies, 
while 
prioriti
sing 
social 
cooper
ation 
and 
respect 
for 
individ
uals, 
primar
y 
school 
teacher
s not 

Teachi
ng 
philos
ophy 

Sendin
g and 
receivi
ng 
teacher
s have 
their 
own 
teachin
g 
philoso
phy 
which 
needs 
to be 
bridge
d. 

Teachi
ng 
philos
ophy 
of 
sendin
g and 
receivi
ng 
teache
rs 



 

443 
 

only 
appreci
ate the 
humani
stic 
philoso
phies, 
they 
also 
incorpo
rate 
behavi
oural 
and 
compre
hensive 
philoso
phies 
emphas
ising 
the 
system
atic 
teachin
g of 
skills 
and 
teacher 
directe
d 
learnin
g. 

8
1 

Recepti
on 
teacher
s are 
more 
concer
ned 
about 
the 
disposit
ions 
and 
attitude
s of 
childre
n when 
they 
join 

Recei
ving 
teache
rs; 
Factor
s 
influe
ncing 
learni
ng;  

Factors 
contrib
uting 
to 
effecti
ve 
learnin
g and 
promot
ing 
learnin
g in 
childre
n. 

Factor
s 
influen
cing 
learnin
g 

Evalua
tion of 
learnin
g 

Assess
ment 
in 
early 
years 

Teach
er 
practi
ces 
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formal 
schools
.  These 
disposit
ions 
and 
attitude
s as 
highlig
hted by 
the 
author, 
are the 
charact
eristics 
of 
effectiv
e 
learnin
g as 
they 
encour
age 
childre
n to 
learn.  

8
2 

Profilin
g 
techniq
ues 
have 
been 
used 
success
fully to 
determi
ne the 
type 
and 
amount 
of 
literacy 
instruct
ion that 
is 
appropr
iate for 
each 
child in 
early 

 
teachi
ng 
practic
es; 
assess
ment 
in 
early 
years 

Techni
ques 
used 
by 
teacher
s to 
assess 
childre
n 

Evalua
ting 
learnin
g 
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and 
primar
y 
classro
om.   

8
3 

Despite 
collabo
ration 
of 
teacher
s in 
both 
settings
, the 
differe
nt 
langua
ges 
used by 
the 
teacher
s to 
describ
e 
his/her 
practic
es may 
be 
misund
erstood 
by 
childre
n and 
parents.  
Theref
ore, the 
author 
conclu
ded 
that 
teacher
s need 
to 
stress 
more 
on 
shared 
meanin
gs 

Langu
age  
for 
instruc
tion; 
comm
unicati
on 
skills 
of 
teache
rs 

Teache
rs must 
use 
approp
riate 
langua
ge for 
instruc
tion 
and 
comm
unicati
on 

Lanug
age 
and 
comm
unicati
on 
sfkills 
of 
teache
rs 

Langu
age 
and 
comm
unicati
on of 
teacher
s 

Langu
age 
and 
comm
unicati
on 
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rather 
than 
shared 
termino
logy 

8
4 

Verbal 
report 
sharing 
of 
inform
ation 
about a 
child’s 
develo
pment 
betwee
n 
prescho
ol and 
primar
y 
school 
teacher
s is 
useful, 
how 
this 
inform
ation is 
shared 
and 
how it 
is 
utilised 
in 
teachin
g 
practic
es 
needs 
to be 
review
ed and 
improv
ed. 

Transi
tion 
practic
es; 
comm
unicati
on of 
teache
rs 
from 
both 
ends; 
sharin
g 
inform
ation 
about 
childr
en;  

Sharin
g of 
inform
ation 
on 
childre
n by 
sendin
g and 
receivi
ng 
teacher
s. 

Comm
unicati
ng for 
sharin
g 
inform
ation 
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APPENDIX XI: Code book 1 
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APPENDIX XII: Code book 2 
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APPENDIX XIII: Code book 3 
 



 

450 
 

APPENDIX XIV: Respondent Profile I 
 

  REG
ION 

School 
Domain 

NAME GEN
DER 

Qualificati
on 

Teaching 
Experien

ce 

Role 

1 Urba
n 

Public 
primary 
school 

Gina from James 
Bond Government 

School 

Femal
e 

Teacher's 
Diploma 
Primary 

16 years Receivi
ng 

teacher 
2 Urba

n 
Public 

primary 
ZEP 

school  

Gira from Jerome 
Government School 

(ZEP) 

Femal
e 

Teacher's 
Diploma 
Primary 

15 years Receivi
ng 

teacher 

3 Urba
n 

Private 
Primary 
school 

Smita from Humpty 
Dumpty Primary 

School 

Femal
e 

Teaching 
English as 
a Foreign 
Language 
(Ireland) 

10 years Receivi
ng 

teacher 

4 Urba
n 

Private 
Primary 
school 

Devi from Hamster 
Primary School 

Femal
e 

Teaching 
English as 
a Foreign 
Language 
(Ireland) 

14 years Receivi
ng 

teacher 

5 Rural Public 
primary 
school 

Irfan from Charlie 
Government School 

Male Teacher's 
Diploma 
Primary 

20 years Receivi
ng 

teacher 
6 Rural Public 

primary 
school 

Riya from Jerome 
Government School 

(ZEP) 

Femal
e 

Teacher's 
Diploma 
Primary 

14 years Receivi
ng 

teacher 
7 Rural Private 

Primary 
school 

Diana from Orange 
Private Primary 

School 

Femal
e  

Higher 
School 

Certificate 

15 years  Receivi
ng 

teacher 
8 Rural Private 

Primary 
school 

Jenna from Sombo 
Primary school 

Femal
e 

Higher 
School 

Certificate 

15 years Receivi
ng 

teacher 
9 Rural  Private 

prescho
ol 

Vanessa from 
Humpty Dumpty Pre-

Primary School 

Femal
e 

Certificate 
of 

Proficiency 
in Early 

Childhood 
Education; 
Teacher's 
Certificate 

in Early 
Childhood 
Education; 
Teacher's 

Diploma in 
Early 

26 years Sending 
teacher 
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Childhood 
Education; 
Certificate 

in 
Educationa

l 
Manageme

nt of 
Preschools 

1
0 

Rural Private 
prescho

ol 

Noshmi from 
Beethoven Pre-
Primary School 

Femal
e 

Certificate 
of 

Proficiency 
in Early 

Childhood 
Education; 
Teacher's 
Certificate 

in Early 
Childhood 
Education 

10 years Sending 
teacher 

1
1 

Urba
n 

Private 
prescho

ol 

Shaihaar from Noah 
Pre-Primary School 

Femal
e 

Diploma of 
Early 

Childhood 
and Care 
(Ireland); 

Early 
Childhood 
Education 
Teacher's 
Certificate 

12 years Sending 
teacher 

1
2 

Urba
n 

Private 
prescho

ol 

Anna from 
Chowchow Pre-
Primary School 

Femal
e 

Certificate 
of 

Proficiency 
in Early 

Childhood 
Education; 
Teacher's 
Certificate 

in Early 
Childhood 
Education; 
Teacher's 

Diploma in 
Early 

13 years Sending 
teacher 
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Childhood 
Education 

1
3 

Urba
n 

Public 
prescho

ol 

Lina from Dido 
Government Pre-

Primary School (ZEP) 

Femal
e 

Certificate 
of 

Proficiency 
in Early 

Childhood 
Education; 
Teacher's 
Certificate 

in Early 
Childhood 
Education 

12 Years Sending 
teacher 

1
4 

Urba
n 

Public 
prescho

ol 

Chrissy from Aryan 
Government Pre-
Primary School 

Femal
e 

Certificate 
of 

Proficiency 
in Early 

Childhood 
Education; 
Teacher's 
Certificate 

in Early 
Childhood 
Education 

18 years Sending 
teacher 

1
5 

Rural Public 
prescho

ol 

Holly from Charlie 
Government Pre-
Primary School 

Femal
e 

Certificate 
of 

Proficiency 
in Early 

Childhood 
Education; 
Teacher's 
Certificate 

in Early 
Childhood 
Education 

12 years Sending 
teacher 

1
6 

Rural  Public 
prescho

ol 

Enya from Jerome 
Government Pre-

Primary School (ZEP) 

Femal
e 

Certificate 
of 

Proficiency 
in Early 

Childhood 
Education; 
Teacher's 
Certificate 

8 years Sending 
teacher 
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in Early 
Childhood 
Education 

1
7 

  
Sam Male Senior 

Early 
Childhood 
Education 
Profession

al 

>40 years Retired 
prescho

ol 
teacher 
and Ex-
Acting 

Director 
of 

ECCEA 
1
8 

  
Molly Femal

e 
Education 

Policy 
Maker 

>30 years Ministry 
of 

Educati
on, 

Human 
Resourc

es, 
Tertiary 
Educati
on and 

Scientifi
c 

Researc
h 
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APPENDIX XV: Respondent Profile II 
RESPONDENTS PROFILE 

 Respondent Experience School Domain Role 

1 Gina  16 yeas Urban Public Primary Schools Receiving teacher 

2 Gira 15 years Urban Public Primary Schools Receiving teacher 

3 Smita 10 years  Urban Private Primary Schools Receiving teacher 

4 Devi 14 years Urban Private Primary Schools Receiving teacher 

5 Irfan 20 years Rural Public Primary Schools Receiving teacher 

6 Riya 14 years Rural Public Primary Schools Receiving teacher 

7 Diana 15 years Rural Private Primary Schools Receiving teacher 

8 Jenna 15 years  Rural Private Primary Schools Receiving teacher 

9 Vanessa  26 years Rural Private Preschool Sending teacher 

10 Noshmi 10 years  Rural Private Preschool Sending teacher 

11 Shaihaar 12 years Urban Private Preschool Sending teacher 

12 Anna 14 years Urban Private Preschool Sending teacher 

13 Lina 12 years Urban Public preschool Sending teacher 

14 Chrissy 18 years Urban Public preschool Sending teacher 

15 Holly 12 years Rural Public Preschool Sending teacher 

16 Enya  8 years Rural Public Preschool Sending teacher 

17 Kevin >40 years Policy maker Retired educator 

and acting director 

of ECCEA  

18 Molly >30 years MOEHRSRTE 
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APPENDIX XVI: Interview transcripts code file 
  
 

Transcript Description 
(In Vivo 
Codes) 

Preliminar
y thoughts  
(what is 
this about) 

Initial categories* Refined 
categories 

Initial 
theme 

Final theme Core concept 

Q1 The different 
settlers who 
came to 
Mauritius are 
the Dutch, the 
French and the 
British. 

Settlers in 
Mauritius 

Different 
settlers in 
Mauritius 
when it was 
discovered 

Mauritius was 
discovered 

Settlers in 
Mauritius 

Colonisatio
n of 
Mauritius 

Background of 
Mauritian 
Education 
System 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  

Q2 The British 
was the last 
colony. 

Colonisation 
of Mauritius 

The main 
settlers that 
made 
Mauritius a 
colony 
before its 
independen
ce. 

Q3 The official 
language is 
English.  But 
people like to 
speak French 
which is close 
to the mother 
tongue which 
is Kreol 
Morisien. 

Official 
language of 
Mauritius; 
spoken 
languages in 
Mauritius 

Languages 
used in 
Mauritius 

Languages used in 
Mauritius 

Official and 
spoken 
languages in 
Mauritius 

Multi-
Lingual 
country 
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Q4 This is an 
English 
Medium 
School.  I use 
only English in 
the classroom 
with the 
students.  
Right from 
preschool the 
children learn 
to 
communicate 
in English.  
French is 
taught only as 
a subject and 
there is no 
Kreol Morisien 
around here. 

Language in 
classroom; 
medium of 
instruction 

Languages 
used in the 
Mauritian 
classrooms 

  

Q5 We anyway 
have to use 
English in this 
school as it is 
an English 
medium 
school.  French 
is taught as a 
subject only. 

Medium of 
instruction 

Languages 
normally 
used in the 
Mauritian 
classroom  

Languages used in 
the Mauritian 
classroom 

Medium of 
instruction in 
Mauritius 
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Q6 It is possible to 
stick to 
English 
because the 
children have 
been taught in 
English right 
from the 
beginning 
when they join 
preschool.  
However, 
children who 
come from 
other 
preschools 
sometimes 
have difficulty 
to keep up in 
class. 

Language as 
medium of 
instruction 

Diversity 
and multi-
linguistic 
Mauritius 
calls for use 
of diverse 
languages 
in the 
Mauritian 
classroom. 

Q7 The Primary 
education 
cycle is Grade 
1 to 6.  The 
child joins 
primary school 
if they are 5 
before the year 
that comes and 
stays till they 
reach Grade 6 
that is for 6 

Primary 
education; 
Early years 
education 

Primary 
education 
cycle in 
Mauritius 

Primary School 
education and 
reform in primary 
education 

Primary school 
education 

Primary 
Education 
Cycle 
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years till the 
age of  11. 

Q8 No I don't see 
much 
difference.  It 
is just that 
after Grade 6 
the structure 
has changed 
and there is no 
CPE.  That's 
all. 

Primary 
education; 
Nine Year 
Continuous 
Basic 
Education 

Difference 
between the 
previous 
primary 
education 
cycle and 
the Nine 
Year 
Continuous 
Basic 
Education 

Q9 No I don't see 
how the 
ECCEA 
support 
teachers in 
smoothing 
transition of 
children.  But I 
think they are 
trying.  They 
have 
introduced a 
document 
which reminds 
me of the 

ECCEA; 
Support 
given to 
preschool and 
primary 
school 
teachers for 
transition; 

Does the 
ECCEA 
support 
preschool 
teachers in 
smoothing 
the 
transition of 
children 
moving 
from 
preschools 
to primary 
schools? 

ECCEA and 
preschool teachers 
support 

Preschool 
teachers  

Sending 
teachers 
transition 
practices 

Reform in 
Primary 
Education 
Policy 
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EYFS Profile 
in UK. 

Q1
0 

No I didn't 
know about the 
SEN unit of 
the ECCEA.  
But may be if 
there is a SEN 
Unit then 
primary school 
teachers be it 
in public or 
private schools 
we can get 
information 
about 
particular 
students who 
have special 
needs. 

SEN in Early 
Years; 
Children with 
special needs 

SEN unit of 
ECCEA and 
transition of 
children 
with special 
needs. 

SEN in Early Years SEN in 
preschools 



 

462 
 

Q1
1 

No. I don't use 
the National 
Curriculum 
Framework.  I 
teach from the 
heart as per the 
requirements 
of children.  
And we have 
the syllabus to 
cover.  I don't 
feel the need 
of using the 
NCF.  But in 
preschool the 
teachers use it 
to prepare 
daily notes. 

National 
Curriculum 
Framework; 
Policy 

Teachers 
and the use 
of the 
National 
Curriculum 
Framework 

National 
Curriculum 
Framework and 
transition 

National 
Curriculum 
Framework 
and practices  

Policy and 
transition 
practices 

Q1
2 

No. The 
National 
Curriculum 
Framework 
does not help 
me in 
preparing 
children for 
transition.  The 
workbooks, 
lessons, 
syllabus, I 
have to take all 
these into 

National 
Curriculum 
Framework; 
Policy; 
Guideline to 
prepare 
children for 
transition 

National 
Curriculum 
Framework 
helps in 
preparing 
children for 
transition 

National 
Curriculum 
Framework and 
teaching for 
transition 

National 
Curriculum 
Framework as 
guideline for 
teaching 
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considerations 
along with the 
knowledge of 
the children 
when they join 
the primary 
classroom in 
order to 
prepare my 
classes. 

Q1
3 

Yes the DLP is 
that document 
that I think the 
ECCEA wants 
to introduce as 
the EYFS 
Profile.  But I 
haven't used it 
yet.  If it is 
indeed like the 
EYFS Profile 
then it will be 
helpful to 
know each 
child in the 
primary 
classroom.  
The PSR no. I 
have not seen 
it yet. 

Primary 
School 
Readiness; 
Preparing 
children for 
transition 

The 
usefulness 
of the 
PSR/DLP in 
transition of 
children 

Usefulness of 
PSR/DLP 

PSR/DLP for 
transition 
practices 

Transition 
activities 
and the 
DLP/PSR 
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Q1
4 

Definitely it is 
the preschool 
teachers who 
are responsible 
to provide the 
basic 
knowledge to 
children before 
they join 
primary 
classroom.  
But it is also 
the primary 
school teacher 
to support the 
children during 
the process of 
transition. 

Prepare 
children for 
transition; 
Sending 
teachers; 
Receiving 
teachers; 

Who is 
responsible 
for 
preparing 
children for 
transition? 

Transition practices 
of sending and 
receiving teachers 

Responsible 
for transition 
of children 

Q1
5 

I visit the 
children in 
preschools 
before they 
leave for 
primary 
schools.  I 
make myself 
familiar with 
them by 
conducting 
activities along 
with the class 
teacher.  I 

Transition 
activities 

How 
receiving 
teachers 
ease the 
transition of 
new 
entrants in 
the primary 
classroom 

Transition 
activities used by 
receiving teachers  

Transition 
activities  
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participate in 
activities with 
them and I get 
to know them 
gradually 
before they 
finish 
preschool.  
When they join 
primary school 
the children 
already know 
me.  They 
don't feel odd 
about being in 
a new 
environment 
because they 
already know 
me. 
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Q1
6 

As per what I 
have seen here, 
the factors that 
influence 
transition of 
children here is 
the new 
environment 
and new adults 
for children 
coming from 
other 
preschools; the 
medium of 
instruction - 
language -  not 
all children are 
used to 
English; New 
routine and 
new classroom 
rules; from 
play to formal 
learning; from 
activities to 
subjects; 
longer hours in 
class and 
longer school 
hours; Here in 
primary school 
there are many 

Factors that 
influence 
transition of 
children 

The factors 
that 
influence 
transition of 
children 
according to 
receiving 
teachers. 

Factors influencing 
transition of 
children 

Factors that 
influence 
transition from 
preschool to 
primary school 

Dealing 
with factors 
that 
influence 
transition of 
children 
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rules in the 
classroom as 
compared to 
preschools.   

Q1
7 

When I visit 
the children in 
preschool I 
slowly talk to 
them about the 
new school; 
along with the 
preschool 
teachers we 
parepare the 
children 
mentally - 
raise 
awareness in 
children about 
how the 
primary school 

Factors that 
influence 
transition of 
children;  

How 
receiving 
teachers 
cater for the 
factors that 
influence 
transition of 
children. 

Dealing with 
factors influencing 
transition of 
children 

Easing 
transition of 
children in the 
primary 
classroom 
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willl be; I also 
brought the 
preschoolers to 
the primary 
school to visit 
and to be in 
one class for 
the 40 minutes 
session and 
then we talk 
about it during 
circle time.   

Q1
8 

As I said, I try 
to make the 
children feel 
the atmosphere 
of primary 
school.  I bring 
them over for 
visit, I let them 
sit there, look 
around and 
then we talk 
about the visit 
during circle 
time.  Along 
with the 
preschool 
teacher, I 
answer their 
questions and 
encourage 

Transition 
practices of 
receiving 
teachers; 
Rules of 
primary 
classroom; 
Adjustment 
of children in 
formal 
schools 

What 
receiving 
teacher does 
in the 
classroom 
for new 
entrants 

Helping children 
adjust in primary 
classroom 

Receiving 
teachers and 
adjustment of 
children 

Practices of 
receiving 
teachers 
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them to ask 
questions. 

Q1
9 

Well there is 
less crying as 
compared to 
other primary 
schools during 
the first school 
week.  The 
children show 
lots of 
enthusiasm to 
be in the 
primary 
classroom.  
They already 
know me so 
they are at 
ease.  They 
engage in 
conversation 
with me and 
also with their 
friends from 
preschools.  

Adjustment 
of children in 
formal 
schools 

How 
receiving 
teachers 
know 
children are 
adjusting in 
the new 
school 

Knowing children 
are adjusting in 
new setting 

Receiving 
teachers and 
adjustment of 
children 
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And they 
socialise with 
children who 
come from 
other 
preschools. 

Q2
0 

Sense of 
belonging to 
the school 
allows children 
to feel at ease. 
Besides they 
already know 
the teacher so 
it is easy for 
them to engage 
in conversation 
and therefore 
they adjust 
quickly. 

Sense of 
belonging; 
Adjustment 
in formal 
schools 

Perception 
of receiving 
teacher on 
sense of 
belonging 
of children 
to the new 
classroom 

Receiving teacher 
understanding of 
sense of belonging 

Children's 
sense of 
belonging to 
the primary 
classroom 
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Q2
1 

I usually do 
visits in 
preschool and 
have the 
children visit 
the primary 
school; Engage 
in conversation 
with them and 
compliment 
them - their 
hair tyes, 
clothes, bags, 
shoes; Make 
them feel 
valued - this 
makes them 
have a high 
self-esteem;  

Sense of 
belonging; 
Adjustment 
in formal 
schools 

What 
receiving 
teacher does 
to make 
children 
feel they 
belong to 
the new 
environmen
t 

Receiving teacher 
and sense of 
belonging of 
children 

Receiving 
teacher 
practices in 
adjustment of 
children 

Q2
2 

Regular school 
visits before 
the end of third 
term; 
Discussion 
during circle 
time after the 
school visit; 
Engage in 
conversation 
with children; 
Make them 
feel 

Primary 
School 
Readiness; 
Preparing 
children for 
transition; 
Prior 
knowledge 

How 
receiving 
teachers 
prepare 
children to 
join primary 
school 

Receiving teacher 
preparing children 
for formal school 

Preparing 
children for 
school 
readiness 

Ready 
children 

School 
Readiness 
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comfortable; 
indirectly ask 
them questions 
in order to 
know what 
they know; 

Q2
3 

Firstly children 
engage in 
conversation; 
they 
communicate 
easily their 
needs, they can 
express 
themselves, 
their feelings, 
etc.; they can 
do sight 
reading; they 
can do 
coloring which 
shows they can 
hold a 
pencil/crayon; 
pre-writing 
skills are very 
important if 
the child does 
not know how 
to write, if they 

School 
readiness of 
children; 
Ready 
children; 
Receiving 
teachers 

How 
receiving 
teachers 
know 
children are 
ready for 
primary 
school 

Receiving teacher 
awareness of ready 
children 

Ready children 
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join primary 
school with 
pre-writing 
skills it will be 
easier to teach 
them writing; 
The children 
should be 
independent - 
toilet trained, 
potty trained, 
eat and drink 
on their own, 
etc.; the child 
is able to 
socialise and 
make new 
friends; the 
child is able to 
answer 
questions 
when asked; 
Also, 
knowledge 
about numbers, 
shapes, colors, 
alphabets etc. 
are important.  
These are the 
basics to 
formal 
schooling. 
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Q2
4 

I need to 
encourage 
children to 
engage in 
conversation 
and be fluent 
in speaking 
and 
communicatin
g their needs, 
feelings etc; I 
need to teach 
them to respect 
others, their 
friends, elders, 
etc; to 
socialise, learn 
to accept their 
peers; must 
teach them to 
use words in 
all situation; It 
is also 
important to 
teach them the 
basics of 
literacy and 
numeracy 
which are 
required for 
further 
learning. 

Pedagogy in 
primary 
classroom; 
Teaching and 
learning; 
pedagogical 
continuity 

What 
receiving 
teachers 
teach new 
entrants so 
as to 
smooth 
transition 

Teaching new 
entrants in primary 
school 

Teaching and 
learning in 
primary 
classroom 

Factors that 
trigger 
school 
readiness 
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Q2
5 

Children need 
to know how 
to talk, how to 
express 
themselves, 
how to make 
friends; they 
must at least 
be able to 
identify 
alphabets, 
numbers, 
shapes and 
colors and 
must have pre-
writing skills.  
They should 
also be 
independent 
enough to take 
care of their 
basic needs: 
potty trained, 
eat and drink 
on their own, 
etc. 

Ready 
children; 
Prior 
knowledge; 
Adjustment 
in primary 
schools; 
Skills and 
knowledge 

According 
to receiving 
teachers, 
what 
children 
need to 
know to 
adjust in 
primary 
schools 

Skills and 
knowledge children 
need to adjust in 
primary schools 

Skills and 
knowledge for 
school 
readiness 
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Q2
6 

I have to 
engage in 
conversation 
with the 
children 
myself, 
observe them 
from far, 
question them 
on specific 
topics and 
analyse the 
way they 
respond.  
There is not 
much that can 
be done to 
ensure if the 
children have 
acquired those 
knowledge.                                      

Assessing 
readiness;  

How 
receiving 
teachers 
ensure 
children are 
ready/have 
acquired 
knowledge 
to be in 
primary 
schools 

Ensuring children 
are ready for 
primary schools 

Assessing 
readiness of 
children  

Q2
7 

Before joining 
primary 
schools, 
children 
should be able 
to go to toilet 
independently, 
wash their 
hands, eat and 
drink on their 
own, tie up 

Skills for 
school 
readiness;  

According 
to receiving 
teachers, 
what skills 
children 
need to 
acquire to 
be in 
primary 
schools 

Skills required to 
be in primary 
schools 

Receiving 
teachers  

Receiving 
teachers 
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their shoes, 
open and close 
their bags, 
answer 
questions 
when they are 
asked, follow 
instructions, be 
disciplined.   

Q2
8 

These skills 
will help them 
adjust to new 
learning 
experiences 
and the new 
setting as well.  
It may be the 
same school 
name but it is 
not the same 
classroom or 
same location.  
So the skills 
will also 
enable students 
to show signs 
of maturity and 
behave better. 

Skills for 
school 
readiness;  

The 
importance 
of acquiring 
the skills for 
school 
readiness 

Skills required for 
school readiness 

Receiving 
teachers 
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Q2
9 

Through 
practice.  
Practice makes 
perfect.  The 
new learners 
are observed 
and behavior is 
reinforced to 
enable children 
to acquire the 
skills. 

Acquisition 
of specific 
skills 

What 
receiving 
teachers do 
to cater for 
the 
acquisition 
of specific 
skills 
related to 
school 
readiness 

Catering for 
acquisition of skills 
for primary 
classroom 

Receiving 
teachers 
practices 

Q3
0 

I use many 
activities, role 
play, 
demonstration, 
apart from 
lessons in the 
book.  
Through 
games also. 

Knowledge 
and skills for 
school 
readiness; 
Teaching 
strategy; 
Pedagogical 
approach 

Pedagogical 
approach 
used by 
receiving 
teacher to 
teach 
knowledge 
and skills 
required to 
be in 
primary 
school 

Teaching strategies 
used in primary 
classroom 

Receiving 
teachers 
transition 
practices 

Transition 
practices of 
receiving 
teachers 

Q3
1 

I know what 
they do in 
preschools, 
and I also 
know where 
the child 
stands in terms 
of his/her 
potential.  In 

Pedagogical 
approach; 
Pedagogical 
continuity; 
Teaching and 
learning in 
primary 
classroom 

Receiving 
teachers 
teaching for 
pedagogical 
continuity 

Teaching in 
receiving 
classroom 

Receiving 
teachers 
teaching for 
transition 
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order for 
children not to 
feel odd, I 
teach them 
more or less 
the same way 
they have 
learnt in 
preschools. 

Q3
2 

The new 
learners need 
to know how 
to read and 
write, count 
and color.  So 
basically I 
teach them 
using their 
workbooks and 
syllabus. 

Teaching and 
learning in 
primary 
classroom; 
Pedagogical 
approach 

What 
receiving 
teachers 
teach new 
entrants in 
receiving 
classroom 

Teaching children 
undergoing 
transition 

Receiving 
teachers 
teaching 
practice 

Transition 
practices of 
receiving 
teachers for 
pedagogical 
continuity 
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The fact that I 
visit the 
attached 
preschool, I 
know the 
different 
approaches 
that can be 
used.  
Integrated 
approach for 
instance.  But 

Teaching 
strategies; 
Teaching 
new primary 
classroom 
entrants; 
Pedagogical 
approach 

Teaching 
strategies 
used by 
receiving 
teachers to 
teach new 
entrants 

Teaching strategies 
receiving teachers 
use 

Teaching 
strategies of 
receiving 
teachers 

Teaching 
practices 
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primary school 
teaching 
require many 
more strategies 
so that all 
children learn 
at the same 
time.  I try to 
make children 
choose the 
lessons 
through 
activities and 
encourage 
each one to 
participate in 
class. 

Q3
4 

I follow the 
books and the 
contents in 
order to teach 
the children.  
So basically 
the syllabus as 
provided by 
the ministry is 
followed. 

Teaching and 
learning in 
primary 
classroom; 
Pedagogical 
continuity 

How 
receiving 
teachers 
know what 
to teach 
new 
entrants 

What to teach new 
entrants 

Teaching for 
continuity 

Q3
5 

We are 
allowed to 
conduct 
regular 
assessment in 

Assessment 
in Early 
Years; 
Teaching and 

How 
receiving 
teachers 
know 

Ensuring learning 
has taken place 

Assessment of 
learning 

Preparing 
children for 
primary 
classroom 
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this school 
only to 
evaluate the 
children.  
That’s how I 
know learning 
has taken 
place. 

learning in 
early years;  

learning has 
taken place 

Q3
6 

Yes. Because 
here we work 
closely with 
the preschool 
teachers.  We 
also bring 
children to 
visit the big 
school 
regularly by 
the end of the  
year so that 
they are used 
to the new 
environment. 

Prepare 
children for 
transition; 
Receiving 
teachers;  

Receiving 
teachers 
perception 
of their 
preparing 
children for 
primary 
schools 

Teaching new 
entrants for 
transition 

Preparing 
children for 
primary 
classroom 

Q3
7 

I used 
activities like 
in preschools. 
But here, 
before the 
child leave 
preschool we 
try to introduce 
workbooks so 

Receiving 
teachers 
practices;  

What 
receiving 
teachers do 
to ensure 
smooth 
transition of 
children  

Practices of 
receiving teachers 
for smooth 
transition 

Receiving 
teachers 
practices 

Receiving 
teachers 
practices 
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that they are 
used to seeing 
workbooks and 
work in them 
as they would 
in primary 
schools. 

Q3
8 

Well since 
most chidlren 
will be moving 
to our primary 
school, we 
already 
prepare them 
to be in the 
primary school 
setting.  We 
work along 
with the 
preschool to 
inform them 
what to do and 
what the 
children need 
to know.  For 
children who 
come from 
outside, we 
have a session 
to know what 
the child 
knows etc. 

Pedagogical 
continuity; 
Knowledge 
for school 
readiness;  

Receiving 
teachers 
practices to 
ensure 
children 
acquire 
knowledge 
required for 
primary 
classroom 

Practices of 
receiving teachers 
to teach knowledge 
required by 
children 

Receiving 
teachers 
practices  

Continuity in 
education 
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Q3
9 

Basically it is 
about 
alphabets, 
numbers 
shapes, colors, 
small words.  
These concepts 
will enable 
them to learn 
more and 
further.   

Preparing 
children for 
formal 
school; 
Teaching for 
continuity 

According 
to receiving 
teachers 
what 
children 
need to 
know to 
join primary 
schools 

Knowledge 
children need to 
acquire 

Receiving 
teachers  

Teaching 
for 
continuity 

Q4
0 

I use lots of 
activities.  And 
there are many 
workbooks, 
not just the 
ones from the 
ministry.  
There are other 
books that we 
are supposed 
to use to give 
children more 
practice.  It is 
very academic 
here but we 
also make 
children do 
lots of outdoor 
activities and 
project work to 
make them 

Teaching 
practices in 
primary 
classroom; 
Teaching 
approach in 
primary 
classroom;  

How 
receiving 
teachers 
teach 
children to 
prepare 
them for 
primary 
classroom 

Teaching children 
to be ready for 
primary classroom 

Receiving 
teachers 
teaching 
practice 
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work in groups 
with their 
friends and to 
involve their 
parents in their 
education. 
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APPENDIX XVII: INTERVIEW TRANSCRIPTS AND CODE FILE 
 

Transcript Description (In Vivo Codes) Preliminary thoughts  
(what is this about) 

Initial 
categories* 

Refined 
categorie
s 

Initial 
theme 

Final 
theme 

Core 
concep
t 

Q1 The different 
settlers who 
came to 
Mauritius are 
the Dutch,the 
Portuguese, 
the French 
and the 
British. 

Settlers in Mauritius Different settlers in Mauritius when 
it was discovered 

Mauritius 
was 
discovered 

Settlers in 
Mauritius 

Colonisati
on of 
Mauritius 

Backgrou
nd of 
Mauritian 
Education 
System 

 

Q2 The French 
and the 
British were 
the last to be 
in Mauritius. 

Colonisation of Mauritius The main settlers that made 
Mauritius a colony before its 
independence. 

Q3 The official 
language is 
English. 
French and 
Kreol 
Morisien is 
most 
common.  All 
children 
understand 
these two 
languages.  
French is 
easy as it is 
very close to 
Kreol 
Morisien. 

Official language of Mauritius; 
spoken languages in Mauritius 

Languages used in Mauritius Languages 
used in 
Mauritius 

Official 
and 
spoken 
languages 
in 
Mauritius 

Multi-
Lingual 
country 
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Q4 I use all the 
three 
languages 
English, 
French and 
Kreol 
Morisien.  I 
use Kreol 
Morisien 
because all 
children 
understand 
the language.  
French is 
easy because 
it is like 
Kreol 
Morisien.  I 
use English 
because the 
children need 
to eventually 
learn to read 
English and 
speak 
English. 

Language in classroom; 
medium of instruction 

Languages used in the Mauritian 
classrooms 

Q5 Normally 
English and 
French 
should be 
used but not 
all children 
are fluent in 
the two 
languages.  
That is why 
Kreol 

Medium of instruction Languages normally used in the 
Mauritian classroom  

Languages 
used in the 
Mauritian 
classroom 

Medium 
of 
instructio
n in 
Mauritius 
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Morisien as 
well is used. 

Q6 It is not 
possible to 
stick to one 
language.  
Children need 
to be exposed 
to all the 
languages.  In 
fact, I heard 
that in some 
schools in 
certain region 
they also use 
Bhojpuri. 

Language as medium of 
instruction 

Diversity and multi-linguistic 
Mauritius calls for use of diverse 
languages in the Mauritian 
classroom. 

Q7 The Primary 
education 
cycle is 
Grade 1 to 6.  
But that has 
changed now. 

Primary education; Early years 
education 

Primary education cycle in Mauritius Primary 
School 
education 
and reform 
in primary 
education 

Primary 
school 
education 

Primary 
Education 
Cycle 

Q8 There is a big 
difference 
between the 
old primary 
cycle and the 
Nine Year 
Continuous 
Basic 
Education.  
There is no 
Certificate of 
Primary 

Primary education; Nine Year 
Continuous Basic Education 

Difference between the previous 
primary education cycle and the Nine 
Year Continuous Basic Education 
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Education 
examination. 

Q9 I don't know 
if the ECCEA 
support 
teachers in 
smoothing 
transition of 
children from 
preschools to 
primary 
schools.  
However, 
there is a 
profile sheet 
for each 
student but 
here in 
primary we 
don't use that 
profile sheet.  
The profile 
sheets stay in 
the 
headmaster's 
office. 

ECCEA; Support given to 
preschool and primary school 
teachers for transition; 

Does the ECCEA support preschool 
teachers in smoothing the transition 
of children moving from preschools 
to primary schools? 

ECCEA 
and 
preschool 
teachers 
support 

Preschool 
teachers  

Sending 
teachers 
transition 
practices 

Reform in 
Primary 
Education 
Policy 
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Q10 The SEN 
Unit of the 
ECCEA is for 
children with 
disabilities or 
who have 
problems 
which 
genetic, etc.  
Nothing can 
be said about 
how the SEN 
unit can help 
us in the 
transition 
process.  But 
I believe that 
may be if the 
preschool 
teachers are 
trained to 
identify 
problems of 
each child 
like dyslexia, 
or attention 
disorders etc. 
this may be 
helpful if we 
are informed 
before the 
child comes 
to primary 
classroom. 

SEN in Early Years; Children 
with special needs 

SEN unit of ECCEA and transition 
of children with special needs. 

SEN in 
Early Years 

SEN in 
preschool
s 
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Q11 For us 
primary 
school 
teachers we 
do not use the 
NCF as such.  
The NCF 
provides only 
information 
about how we 
must teach in 
primary 
schools.  But 
it does not 
stress out 
specifically 
on Grade I or 
Standard I.  
May be in 
preschools 
the preschool 
teachers 
might be 
using.  I don't 
know. 

National Curriculum 
Framework; Policy 

Teachers and the use of the National 
Curriculum Framework 

National 
Curriculum 
Framework 
and 
transition 

National 
Curriculu
m 
Framewor
k and 
practices  

Policy and 
transition 
practices 

Q12 The National 
Curriculum 
Framework 
does not 
enable to 
prepare 
children for 
transition.  
No lesson in 
primary 
classroom 
can be 

National Curriculum 
Framework; Policy; Guideline 
to prepare children for 
transition 

National Curriculum Framework 
helps in preparing children for 
transition 

National 
Curriculum 
Framework 
and 
teaching for 
transition 

National 
Curriculu
m 
Framewor
k as 
guideline 
for 
teaching 
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prepared 
through the 
NCF.  As I 
said earlier, 
the NCF is 
just a 
guideline to 
understand 
how to teach 
children not 
what to teach 
them.  There 
is syllabus for 
that. 

Q13 The PSR is a 
new 
document 
with which I 
am getting 
familiar with 
as from this 
year but 
honestly I  do 
not really 
understand 
how the PSR 
can help in 
the transition 
of children.  
There are 
activities that 
not all 
children are 
able to do. 

Primary School Readiness; 
Preparing children for transition 

The usefulness of the PSR/DLP in 
transition of children 

Usefulness 
of 
PSR/DLP 

PSR/DLP 
for 
transition 
practices 

Transition 
activities 
and the 
DLP/PSR 
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Q14 The 
preschool 
teacher is 
definitely 
responsible in 
preparing 
children for 
primary 
schools, but it 
is not only 
them.  Even 
primary 
school 
teachers are 
responsible in 
helping the 
children 
adjust in the 
primary 
school 
classroom. 

Prepare children for transition; 
Sending teachers; Receiving 
teachers; 

Who is responsible for preparing 
children for transition? 

Transition 
practices of 
sending and 
receiving 
teachers 

Responsi
ble for 
transition 
of 
children 

Q15 Usually I 
introduce 
activities 
related to 
Grade I and 
focus on 
Grade I 
syllabus 
content, 
based on the 
Primary 
School 
Readiness 
Booklet and 
the subject 
areas. 

Transition activities How receiving teachers ease the 
transition of new entrants in the 
primary classroom 

Transition 
activities 
used by 
receiving 
teachers  

Transition 
activities  



 

493 
 

receiving 
teachers start 
with the 
syllabus.  
However, 
during the 
first 2 weeks, 
receiving 
teachers get 
to know the 
new entrants 
and what they 
know only 
when they 
start working 
their syllabus. 

Q16 I would say 
the factors 
that influence 
transition of 
children are: 
the 
environment - 
in preschools, 
teachers may 
be are more 
attentive to 
their needs, 
they are still 
'babies', 
whereas in 
primary 
school 
classroom 
here, it is 
more task-
oriented and 

Factors that influence transition 
of children 

The factors that influence transition 
of children according to receiving 
teachers. 

Factors 
influencing 
transition 
of children 

Factors 
that 
influence 
transition 
from 
preschool 
to 
primary 
school 

Dealing 
with 
factors 
that 
influence 
transition 
of 
children 
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they are 
being treated 
like 'big 
children' in 
the 'big 
school'.   

Q17 In order to 
prevent these 
factors from 
influencing 
transition of 
children, the 
receiving 
teacher 
introduces the 
new rules and 
regulations of 
the 
classroom, a 
major 
introduction 
of the 
teacher, 
engage in 
oral work - 
conversation 
to know 
about the 
children and 
their 
backgrounds, 
teacher talks 
about how it 
is going to be 

Factors that influence transition 
of children;  

How receiving teachers cater for the 
factors that influence transition of 
children. 

Dealing 
with factors 
influencing 
transition 
of children 

Easing 
transition 
of 
children 
in the 
primary 
classroom 
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in primary 
school, story 
telling.  I also 
take children 
for a visit 
around the 
school.  

Q18 I set the rules 
and 
regulations of 
the class 
during the 
first 2 weeks 
and tell 
children 
about what is 
expected 
from them.  
For instance, 
they cannot 
walk around 
freely, they 
have to be 
disciplined.  
There is a 
time to work 
and a break 
time during 
which they 
can play.  
The receiving 
teacher also 

Transition practices of receiving 
teachers; Rules of primary 
classroom; Adjustment of 
children in formal schools 

What receiving teacher does in the 
classroom for new entrants 

Helping 
children 
adjust in 
primary 
classroom 

Receiving 
teachers 
and 
adjustmen
t of 
children 

Practices 
of 
receiving 
teachers 
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talks about 
the different 
subjects they 
will soon 
learn about. 

Q19 I believe that 
the behavior 
of children 
inform us if 
the chidlren 
are adjusted 
in formal 
schools, as 
the episode of 
crying do not 
last long or 
more than a 
day. 

Adjustment of children in 
formal schools 

How receiving teachers know 
children are adjusting in the new 
school 

Knowing 
children are 
adjusting in 
new setting 

Receiving 
teachers 
and 
adjustmen
t of 
children 

Q20 I believe that 
sense of 
belonging to 
the 
environment 
enables 
children to 
adjust in the 
new 
environment 
as it makes 
them feel 
comfortable.   

Sense of belonging; Adjustment 
in formal schools 

Perception of receiving teacher on 
sense of belonging of children to the 
new classroom 

Receiving 
teacher 
understandi
ng of sense 
of 
belonging 

Children's 
sense of 
belonging 
to the 
primary 
classroom 
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Q21 I try to make 
the children 
feel 
comfortable 
in the new 
environment 
to make 
children feel 
they belong 
to the 
environment.  
Also, by 
being more 
motherly to 
the children it 
makes them 
feel the sense 
of belonging 
to the new 
place. 

Sense of belonging; Adjustment 
in formal schools 

What receiving teacher does to make 
children feel they belong to the new 
environment 

Receiving 
teacher and 
sense of 
belonging 
of children 

Receiving 
teacher 
practices 
in 
adjustmen
t of 
children 

Q22 Nowadays I 
assess the 
children 
through 
primary 
school 
readiness to 
know what 
they know 
and what they 
have learnt in 
preschools. 
Before it used 
to be through 
the lessons 
that we do for 
each subject. 

Primary School Readiness; 
Preparing children for 
transition; Prior knowledge 

How receiving teachers prepare 
children to join primary school 

Receiving 
teacher 
preparing 
children for 
formal 
school 

Preparing 
children 
for school 
readiness 

Ready 
children 

School 
Readiness 
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Q23 For me, 
children are 
ready for 
formal school 
when they are 
able to write 
alphabets and 
basics of 
literacy and 
numeracy.  
Children 
must be able 
to 
communicate 
using 
structured 
sentences and 
no baby 
language, and 
they should 
be able to 
follow 
instructions. 

School readiness of children; 
Ready children; Receiving 
teachers 

How receiving teachers know 
children are ready for primary school 

Receiving 
teacher 
awareness 
of ready 
children 

Ready 
children 

Q24 It is true that 
I have to 
teach children 
from the 
beginning the 
basics they 
need to be in 
primary 
classroom, 
which is very 
time-
consuming 
and prevent 
them to 

Pedagogy in primary classroom; 
Teaching and learning; 
pedagogical continuity 

What receiving teachers teach new 
entrants so as to smooth transition 

Teaching 
new 
entrants in 
primary 
school 

Teaching 
and 
learning 
in 
primary 
classroom 

Factors 
that 
trigger 
school 
readiness 
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complete 
their bulky 
syllabus. 

Q25 Communicati
on is very 
important.  I 
feel that  
children 
should be 
able to 
communicate 
easily using 
structured 
sentences; 
follow 
instructions; 
self-regulated 
skills - going 
to toilet, 
washing 
hands,etc.; 
knowledge of 
alphabets and 
numbers.  
Knowing 
how to write 
also is very 
important.  
Otherwise we 
spend time 
teaching the 
basic skills.  

Ready children; Prior 
knowledge; Adjustment in 
primary schools; Skills and 
knowledge 

According to receiving teachers, 
what children need to know to adjust 
in primary schools 

Skills and 
knowledge 
children 
need to 
adjust in 
primary 
schools 

Skills and 
knowledg
e for 
school 
readiness 
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Q26 As the 
receiving 
teacher, I 
engage in 
conversation 
with children 
and give 
them 
instructions 
to see if they 
understand 
and follow. I 
give coloring 
activities to 
see if they 
can hold 
crayons, and 
also I have to 
see if they 
complete 
tasks given to 
them. 

Assessing readiness;  How receiving teachers ensure 
children are ready/have acquired 
knowledge to be in primary schools 

Ensuring 
children are 
ready for 
primary 
schools 

Assessing 
readiness 
of 
children  

Q27 Before 
joining 
primary 
schools, 
children 
should be 
able to go to 
toilet 
independentl
y, wash their 
hands, eat 
and drink on 
their own, tie 
up their 
shoes, open 

Skills for school readiness;  According to receiving teachers, 
what skills children need to acquire 
to be in primary schools 

Skills 
required to 
be in 
primary 
schools 

Receiving 
teachers  

Receiving 
teachers 



 

501 
 

and close 
their bags, 
answer 
questions 
when they are 
asked, follow 
instructions, 
be 
disciplined.   

Q28 These skills 
will enable 
them to be 
more 
autonomous 
and cause 
less 
disturbance to 
the running 
of the lessons 
in the 
primary 
classrooms.  
These skills 
will also 
enable 
children to 
behave better 
and be 
conscious 
about their 
new role as 
new learners 
in a new 
environment. 

Skills for school readiness;  The importance of acquiring the 
skills for school readiness 

Skills 
required for 
school 
readiness 

Receiving 
teachers 
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Q29 I have to 
provide more 
opportunities 
for children 
which is not 
really 
possible 
because of 
the bulky 
syllabus to be 
completed. 

Acquisition of specific skills What receiving teachers do to cater 
for the acquisition of specific skills 
related to school readiness 

Catering 
for 
acquisition 
of skills for 
primary 
classroom 

Receiving 
teachers 
practices 

Q30 In the 
primary class 
any primary 
classroom 
teacher uses a 
formal 
approach 
through 
lessons 
instead of 
activities to 
teach children 
those skills 
and 
knowledge 
they need to 
acquire.   

Knowledge and skills for school 
readiness; Teaching strategy; 
Pedagogical approach 

Pedagogical approach used by 
receiving teacher to teach knowledge 
and skills required to be in primary 
school 

Teaching 
strategies 
used in 
primary 
classroom 

Receiving 
teachers 
transition 
practices 

Transition 
practices 
of 
receiving 
teachers 

Q31 In preschools, 
activities and 
play are used 
as they are 
developmenta
lly 
appropriate to 
teach children 
this way, 

Pedagogical approach; 
Pedagogical continuity; 
Teaching and learning in 
primary classroom 

Receiving teachers teaching for 
pedagogical continuity 

Teaching in 
receiving 
classroom 

Receiving 
teachers 
teaching 
for 
transition 



 

503 
 

while in 
primary 
schools it is a 
more formal 
approach 
through 
lessons in 
different 
subjects.    

Q32 In primary 
school we 
have a 
syllabus and 
at the same 
time cater for 
those children 
who did not 
acquire those 
specific skills 
and 
knowledge. 

Teaching and learning in 
primary classroom; Pedagogical 
approach 

What receiving teachers teach new 
entrants in receiving classroom 

Teaching 
children 
undergoing 
transition 

Receiving 
teachers 
teaching 
practice 

Transition 
practices 
of 
receiving 
teachers 
for 
pedagogic
al 
continuity 

 

Q33 In primary 
schools, 
lessons are 
planned 
according to 
a prescribed 
curriculum.  
However, 
receiving 
teacher has to 
achieve a set 
target by 
using any 
possible 
approach that 
enables 

Teaching strategies; Teaching 
new primary classroom 
entrants; Pedagogical approach 

Teaching strategies used by receiving 
teachers to teach new entrants 

Teaching 
strategies 
receiving 
teachers 
use 

Teaching 
strategies 
of 
receiving 
teachers 

Teaching 
practices 
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children to 
learn the new 
concepts. 

Q34 Honestly, the 
focus is 
mainly on 
completion of 
the Primary 
School 
Readiness 
booklet and 
the syllabus 
of each 
subject. The 
fact that I am 
unaware of 
what they 
have learnt 
and how far 
they know, I 
can't really 
say what the 
children 
know or what 
they bring 
along with 
them in the 
primary 
classroom. 

Teaching and learning in 
primary classroom; Pedagogical 
continuity 

How receiving teachers know what 
to teach new entrants 

What to 
teach new 
entrants 

Teaching 
for 
continuity 
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Q35 In order to 
know if 
learning has 
taken place, I 
conduct small 
assessment 
but no pencil-
paper test.  
Sometimes 
oral test is  
used to 
informally 
assess the 
knowledge of 
children. 

Assessment in Early Years; 
Teaching and learning in early 
years;  

How receiving teachers know 
learning has taken place 

Ensuring 
learning 
has taken 
place 

Assessme
nt of 
learning 

Preparing 
children 
for 
primary 
classroom 

Q36 I believe that 
children need 
to be more 
prepared to 
be in primary 
school 
classroom. 

Prepare children for transition; 
Receiving teachers;  

Receiving teachers perception of 
their preparing children for primary 
schools 

Teaching 
new 
entrants for 
transition 

Preparing 
children 
for 
primary 
classroom 

Q37 Now all 
Grade I 
teachers use 
the Primary 
School 
Readiness to 
assess the 
potential of 
children, but I 
don't think 
that the PSR 
really help.  
What we 
need is to 
know where 

Receiving teachers practices;  What receiving teachers do to ensure 
smooth transition of children  

Practices of 
receiving 
teachers for 
smooth 
transition 

Receiving 
teachers 
practices 

Receiving 
teachers 
practices 
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the child has 
reached when 
they join the 
new 
classroom, 
what the 
child knows 
at this time. 

Q38 Alphabets, 
numbers, 
shapes, 
colors, toilet 
skills, 
coloring, 
holding a 
pencil or 
crayon, and 
so on are 
what children 
need to know 
before joining 
primary 
schools. 

Pedagogical continuity; 
Knowledge for school 
readiness;  

Receiving teachers practices to 
ensure children acquire knowledge 
required for primary classroom 

Practices of 
receiving 
teachers to 
teach 
knowledge 
required by 
children 

Receiving 
teachers 
practices  

Continuit
y in 
education 

Q39 If children 
acquired 
those 
concepts they 
will be ready 
to learn more 
in the 
primary 
school.   

Preparing children for formal 
school; Teaching for continuity 

According to receiving teachers what 
children need to know to join 
primary schools 

Knowledge 
children 
need to 
acquire 

Receiving 
teachers  

Teaching 
for 
continuity 
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Q40 In primary 
schools 
planned 
lessons are 
used to teach 
young 
learners and 
the teacher 
leads the 
lessons, that 
is a more 
teacher-
centered 
approach. 

Teaching practices in primary 
classroom; Teaching approach 
in primary classroom;  

How receiving teachers teach 
children to prepare them for primary 
classroom 

Teaching 
children to 
be ready 
for primary 
classroom 

Receiving 
teachers 
teaching 
practice 
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APPENDIX XVII: OBSERVATION TABLE/GRID FOR SENDING AND 
RECEIVING TEACHER DESIGNED BY RESEARCHER
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Table 6. 1: Observation form for primary school teachers when they observe 

preschool teachers 

 

S. No. Observation Remarks 

1 Content of the yearly plan  

2 Teaching strategies used by the teacher  

3 Designed activities and their implementation  

4 Teacher – Child relationship  

5 Breaks and lunch  

6 Seating arrangements  

7 Free play  

8 Language development skills  

9 Physical skills development (Fine motor & 

Gross motor) 

 

10 Socio-emotional development skills  

11 Mathematical skills  

12 Reading skills development  

13 Writing skills development  

14 Personal development  

15 Communication skills – Verbal 

- Non-verbal 

 

Constructed by researcher 
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Table 6. 2: Observation form for preschool teachers to use when observing 
receiving teachers  

 
 

Observation Remarks 

1 Morning routine  

2 Warm-up activities  

3 Subjects and content  

4 Teaching approaches and strategies  

5 Expectations of receiving teachers  

6 What children do independently  

7 Socialisation of children  

8 Interaction between teacher and 

children 

 

9 Class routine  

10 End of the day routine  

Constructed by researcher 

 




