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ABSTRACT

Although attendance is not compulsory, in Scotland today, a substantial majority
RIWKUHHDQGIRXU\HDUROGFKLOGUHQH[SHULHQFHVRPHIRUPRISUHVFKRROSURYLVLRQ
SULRUWRVFKRROHQWU\*LYHQVXFKKLJKUDWHVRISDUWLFLSDWLRQWKHLPSDFWRISUHVFKRRO
experiences on children’s readiness for primary school has become an important
issue for those involved in the early stages of compulsory schooling. This paper
considers the differences in education, beliefs and practices of the adults, particularly
WHDFKHUVLQYROYHGLQSURYLGLQJIRUFKLOGUHQ·VOHDUQLQJLQ6FRWWLVKSUHVFKRROVDQG
primary schools. It reports the expectations primary 1 teachers have of children as
they start school, and what use they subsequently make of the information transferred
IURPSUHVFKRROVHWWLQJVWRSODQIRUIXUWKHUOHDUQLQJLQDVWXG\FRQGXFWHGZLWKLQRQH
Scottish Local Authority area. The paper then examines factors that may impact on
the practices of the primary teachers involved in children’s successful transition
IURPWKHSUHVFKRROVHFWRUWRWKHSULPDU\VHFWRU
INTRODUCTION

The government’s drive to improve educational outcomes (Scottish Executive,
2000a) has entailed a series of major developments in the provision of education.
In the area of early education, increased provision and developments in childcare
and education have also been a response to increasing demand for provision to meet
the changing nature of family units and the needs of parents. The government’s
FRPPLWPHQW 6FRWWLVK 2IÀFH   WR H[WHQGLQJ DFFHVVLEOH VHUYLFHV IRU \RXQJ
children and their families, has been achieved through an increased number of
places in the public sector, and additionally, the development of access to private
DQGLQGHSHQGHQWSURYLVLRQWKURXJK¶&KLOGFDUH3DUWQHUVKLS·DUUDQJHPHQWV 6FRWWLVK
2IÀFH6FRWWLVK([HFXWLYHE $IIRUGDELOLW\ÁH[LELOLW\DQGTXDOLW\DUH
important factors for parents when choosing childcare (SCVO, 1998) although
SDUHQWVDUHLQFUHDVLQJO\DZDUHRIWKH´HGXFDWLRQDOµEHQHÀWVIRUFKLOGUHQRIDWWHQGLQJ
SUHVFKRRO 6WHSKHQDQG%URZQ 
7KHSXEOLFDWLRQRIWKH´&XUULFXOXP)UDPHZRUNIRU&KLOGUHQ²µ 6&&& 
SURYLGHGDIUDPHZRUNIRUSODQQHGOHDUQLQJH[SHULHQFHVZLWKLQDOOSUHVHWWLQJV
LQ6FRWODQGDQGJDYHD¶VWUXFWXUHGUDWLRQDOH·IRUWKHHGXFDWLRQRI\RXQJFKLOGUHQ
7KLVGRFXPHQWLVEDVHGRQDFKLOGFHQWUHGGHYHORSPHQWDOO\DSSURSULDWHDSSURDFK
ZLWKSOD\DVWKHPHGLXPIRUOHDUQLQJ3HUIRUPDQFHLQGLFDWRUVLQ´7KH&KLOGDWWKH
&HQWUHµ 6((' SURYLGHIXUWKHUJXLGDQFHRQWKHTXDOLW\RISUHÀYHHGXFDWLRQ
,PSOHPHQWDWLRQRIWKH´&XUULFXOXP)UDPHZRUNIRU&KLOGUHQ²µ 6&&& DQG
quality of provision are monitored by HMIE inspections and the Scottish Commission
for the Regulation of Care (Scottish Executive, 2001) across all sectors – public,
private and voluntary.
In Scotland there is considerable diversity in the Childcare/Education settings
that children may attend and the language which is used to describe the range of
provision for young children expresses some of this confusion – nursery education,
QXUVHU\XQLWVIDPLO\FHQWUHVFKLOGFDUHFHQWUHV7KLVUHÁHFWVWKHGLIIHUHQWDVSHFWV
emphasised in each of these sectors – childcare and early education. The range of
VNLOOVDQGSURIHVVLRQDOTXDOLÀFDWLRQVRIWKHDGXOWVHPSOR\HGDFURVVHDUO\FKLOGKRRG
VHUYLFHVLQ6FRWODQG 6((' YDULHVFRQVLGHUDEO\$VXEVWDQWLDOQXPEHURIWKRVH
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HPSOR\HGLQFKLOGFDUHVHUYLFHVIRU\RXQJFKLOGUHQKDYHQRIRUPDOTXDOLÀFDWLRQV
6(('  op cit  DQG D ZLGH UDQJH RI ¶SDUDSURIHVVLRQDO· TXDOLÀFDWLRQV DUH
available which focus on working with children, safety and professional relationships.
$WD¶SURIHVVLRQDO·OHYHOPHDQZKLOHWKHSUHVFKRROWHDFKHUZLOOKDYHFRPSOHWHGD
GHJUHHLQSULPDU\HGXFDWLRQRUD3RVWJUDGXDWH&HUWLÀFDWHLQ3ULPDU\(GXFDWLRQ
,03$&72)35(6&+22/(;3(5,(1&(6

The evidence from research suggests that for children, early positive school experiences
may establish a more positive academic trajectory for their future school careers (e.g.
Entwistle and Alexander, 1988; Shorrocks, et al.,  6FKDJDQ DQG 6DLQVEXU\
 7KH5XPEROG5HSRUW '(6 DQG+LJK6FRSH3HUU\3UH6FKRRO6WXG\
(Schweinhart, et al., KLJKOLJKWWKHEHQHÀWVIRUFKLOGUHQZKRKDYHEHHQLQUHFHLSW
RITXDOLW\SUHVFKRROH[SHULHQFHVDQGDQXPEHURIVWXGLHVKDYHHVWDEOLVKHGWKDWFKLOG
FDUHTXDOLW\KDVPRGHVWORQJODVWLQJSRVLWLYHHIIHFWVRQFKLOGUHQ·VFRJQLWLYHDQGVRFLDO
functioning (e.g. Broberg, Wessels, Lamb and Hwang, 1997; Vandell, Henderson and
:LOVRQ3HLVQHU)HLQEHUJet al., 2001). The research (Osborn and Millbank,
6\OYDDQG:LOWVKLUH6FKDJHQDQG6DLQVEXU\ VXJJHVWVSRVLWLYH
HIIHFWVRISUHVFKRROH[SHULHQFHVWKDWPD\FDXVHDFKDQJHLQWKHSHUFHSWLRQVDQG
attitudes of children, parents and teachers. Anning and Edwards (1999) claim that
fostering positive “dispositions to learn” are an important feature of successful early
HGXFDWLRQ:KLOHPRVWVWXGLHVKDYHIRXQGSRVLWLYHLQÁXHQFHVRIFKLOGFDUHTXDOLW\
RQFKLOGUHQ·VRXWFRPHVDIHZKDYHIRXQGOLWWOHHIIHFW HJ&KLQ4XHHDQG6FDUU
'HDWHU'HFODUG3LQNHUWRQDQG6FDUU%HOVN\ ,QWHUSUHWDWLRQRIWKH
evidence, therefore, does not conclusively suggest that early childhood education gives
children an advantage when they encounter formal education; they do demonstrate
WKDWLWFDQPDNHDGLIIHUHQFH 6\OYDDQG:LOWVKLUH 
The transition to primary school is an important step for young children. Kagan
(1999) describes starting school as a “big deal”, and international research on
children starting school points to a range of often unexpected changes and challenges
WKDWFKLOGUHQIDFHDWWKLVWLPH 0DUJHWWV $UDQJHRIIDFWRUVZLOOLQÁXHQFH
VPRRWK WUDQVLWLRQ WR VFKRRO %URVWURP  %URRNHU  3HWHUV   DQG
there is a growing body of evidence illustrating the importance of providing
continuity in children’s learning experience. The Rumbold Committee (DES, 1990)
emphasised that,
Continuity and progression are interlinked concepts relating to the nature and
TXDOLW\RIFKLOGUHQ·VH[SHULHQFHVRYHUWLPH '(6
Research by Wood and Bennett (1999) found that a complex range of tensions
and contradictions exist for educators between theory, policy and practice. These
differences impact on the nature and context of the learning experiences that children
are offered within the more formal programmes of curriculum study in the primary
school. Changes also occur for children in that they are now closely monitored and
measured in their ability to meet standards of attainment. Keating, et al., (2002:201)
found that for some teachers pressures of accountability towards raising standards and
target setting continue to be “placing unreasonable demands upon reception teachers”
and that little account was taken of the different needs of young children.
How children negotiate these changes and adjust to the new contexts, people
DQGH[SHULHQFHVRISULPDU\VFKRROFDQKDYHORQJWHUPHIIHFWV 3LDQWDDQG.UDIW
Sayre, 1999). Bailey (1999) also suggests that at this time children make important
decisions about “themselves as learners”, a point developed by Brostrom (2002),
who claims that children need to feel “suitable in school, that is, to have a feeling
RIZHOOEHLQJDQGEHORQJLQJµ %URVWURP *LYHQWKDWRIWKUHH\HDU
ROGV DQG  RI IRXU \HDU ROG FKLOGUHQ LQ 6FRWODQG ZZZVFRWODQGJRYXNVWDWV
EXOOHWLQV H[SHULHQFHVRPHIRUPRISUHVFKRROSURYLVLRQ 6FRWWLVK([HFXWLYH 
192

the recorded information about children’s interests, experiences, achievements and
SURJUHVVLQWKHSUHVFKRROVKRXOGEHVKDUHGZLWKWKHSULPDU\VFKRRO7KLVZRXOG
enable children to continue to make effective progress in learning and maximise the
EHQHÀWVRIWKHLUSUHVFKRROH[SHULHQFHV
FOCUS OF THE STUDY

2QHRIWKHPRVWVLJQLÀFDQWFKDOOHQJHVIRUWKRVHLQYROYHGLQFKLOGUHQ·VWUDQVLWLRQ
IURPWKHLUSUHVFKRROVHWWLQJDQGLQGXFWLRQLQWRWKHSULPDU\VFKRROLVWRHQVXUHWKDW
there is a shared understanding of information as it is transferred from one sector to
WKHRWKHU3ULPDU\WHDFKHUVKDYHD´UHVSRQVLELOLW\µWRXVHWKLVLQIRUPDWLRQWRHQVXUH
continuity in children’s learning (SCCC, 1999). However, research (Dunlop, 1998;
SEED, 1999a; Wilkinson, et al. KDVIRXQGDZLGHYDULDWLRQLQSUDFWLFHLQSUH
school settings of maintaining records on children’s progress and in sharing these
records with primary schools.
This study set out to illustrate the different educational beliefs and practices of
the adults involved in the education of young children in Scotland. It investigated
WKHH[SHFWDWLRQV3WHDFKHUVLQRQH6FRWWLVKORFDODXWKRULW\KDYHRIFKLOGUHQDQGWKH
use they make of children’s prior learning, as children transfer from the child centred
LQIRUPDOOHDUQLQJVLWXDWLRQRIWKHSUHVFKRROWRWKHPDQDJHGOHDUQLQJHQYLURQPHQW
of the primary school.
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7UDLQLQJ
$WSUHVHQWWKHVNLOOVDQGSURIHVVLRQDOTXDOLÀFDWLRQVRIWKHDGXOWVHPSOR\HGDFURVV
HDUO\FKLOGKRRGVHUYLFHVLQ6FRWODQG 6((' YDULHVFRQVLGHUDEO\$VXEVWDQWLDO
number of those employed in childcare services for young children have no formal
TXDOLÀFDWLRQVEXWKDYHFRQVLGHUDEOHSUDFWLFDOH[SHULHQFHLQFDULQJIRU\RXQJFKLOGUHQ
6(('op cit $ZLGHUDQJHRI¶SDUDSURIHVVLRQDO·TXDOLÀFDWLRQVDUHDYDLODEOH
(see website at www.Scotland.gov.uk/stats/bulletins) which focus on working
ZLWKFKLOGUHQVDIHW\DQGSURIHVVLRQDOUHODWLRQVKLSV0HDQZKLOHDWD¶SURIHVVLRQDO·
OHYHOVWDIIZLOOKDYHJUDGXDWHDQGSRVWJUDGXDWHTXDOLÀFDWLRQVLQSURIHVVLRQVVXFK
as teaching and social work. Teachers working in nursery education settings will
KDYHFRPSOHWHGDSULPDU\HGXFDWLRQTXDOLÀFDWLRQDQGPDQ\ZLOOKDYHH[SHULHQFH
of working in both primary and nursery education.
%HOLHIV
7KHEDFNJURXQGDQGWUDLQLQJRIWKHDGXOWVHPSOR\HGLQWKHYDULRXVW\SHVRISUHVFKRRO
settings results in differences in practitioners’ emphasis on education and care. Moss
DQG3HQQ  IRXQGWKDWYHU\GLIIHUHQWSKLORVRSKLHVDQGYDOXHV\VWHPVXQGHUSLQ
the different services provided for young children in the UK. Their study showed that,
for teachers in nursery education, the main aim was to promote children’s learning
DQGPDVWHU\RI´EDVLFVNLOOVµKRZHYHUWKHVHDUHGHÀQHGZKHUHDVGD\QXUVHU\VWDII
viewed their role as caring for children and supporting parents.
The care of young children is an important aspect of the nature of early childhood
education. Caregivers have traditionally been mothers but with the increase of
ZRUNLQJPRWKHUV¶RWKHU·DGXOWVDUHFORVHO\LQYROYHGLQSURYLGLQJZKDW5XGGLFN
 FDOOV¶DWWHQWLYHORYH·1RGGLQJV  PDGHWKHGLVWLQFWLRQEHWZHHQ
natural, unconditional caring found in the family situation and professional caring
LQLWVUHODWLRQWRWHDFKLQJ,QWKHFRQWH[WRIFKLOGUHQLQGD\FDUHVHWWLQJV/HDZLWW
 GHVFULEHGSRVLWLYHVXSSRUWLYHLQWHUDFWLRQEHWZHHQWKHFKLOGDQGWKHSUHVFKRRO
SUDFWLWLRQHUDV¶UHVSRQVLYHFDUHJLYLQJ·5HVSRQVLYHFDUHJLYLQJLQYROYHVWKHDGXOW
SURYLGLQJQRWRQO\IRUWKHSK\VLFDOZHOOEHLQJRIWKHFKLOGEXWDOVRPRUHSHUVRQDO
emotional elements of empathy, mutual understanding and appreciation.


Differences in attitudes and beliefs may impact on the focus for desirable practices
DQGDFWLRQVRIWKHSUDFWLWLRQHUVZLWKLQWKHSUHVFKRROVHWWLQJ0RRQH\DQG0XQWRQ
 VXJJHVWWKDWLQGLIIHUHQWIRUPVRISUHVFKRROSURYLVLRQVWDIIKDYHGLIIHUHQW
perceptions of values, outcomes for children and the curriculum. Dahlberg, et al.
 FODLPWKDWSUHVFKRROVHWWLQJVDUHLQWHUHVWHGLQSODQQLQJIRUFKLOGUHQ·VIXWXUH
– the schoolchildren and adults they will become rather than with the individual
child and their current childhood experience. On the other hand, within the Scottish
context, Stephen, et al.  IRXQGWKDWSUHVFKRROSUDFWLWLRQHUVDFURVVDOOVHFWRUV
YLHZHGWKHSUHVFKRROH[SHULHQFHDVDGLVWLQFWHGXFDWLRQDOVWDJHDQGQRWDSUHSDUDWRU\
step towards school.
3UDFWLFHV
:LWKLQWKHSUHVFKRROWKHDGXOWVLQWHUDFWUHVSRQVLYHO\ZLWKFKLOGUHQ·VRZQLQWHUHVWV
to develop knowledge and understanding. In this model children are encouraged to
make choices about what is relevant to them, to take risks, to play, negotiate and
UHJXODWHWKHLUEHKDYLRXUZLWKRWKHUVWKXV´KHOSLQJWKHPGHYHORSÀUPIRXQGDWLRQV
on which later learning can be based.” (David, 1996:99)
8VLQJJXLGHOLQHVRIÀFLDOO\LGHQWLÀHGLQWKH¶&XUULFXOXP)UDPHZRUN²· 6&&&
 HDFKSUHVFKRROVHWWLQJLVH[SHFWHGWRGHYHORSLWVRZQSODQIRUHGXFDWLRQDO
provision to meet the particular learning and developmental needs of the children
within that setting. Aspirations for good practice in assessing and planning for
children’s learning expect nursery staff to record children’s progress using the
developmental “features of learning” (SCCC, 1999).
,QDFKLOGOHGPRGHOZKHUHDGXOWVWUHDWFKLOGUHQDVDFWLYHOHDUQHUVWHDFKHUVVHH
themselves as facilitators rather than directors, supporting children’s intellectual,
social and physical experiences. Nursery teachers’ beliefs about children’s learning
advocate “learning through play”, “discovery”, “freedom to choose” and “autonomy”
underpinned by a belief (Bruner, 1996; Laevers, 2000) that children learn best
when they choose to pursue activities which interest, involve and motivate them.
&RQVHTXHQWO\ LQ SUH VHWWLQJV WKH DGXOWV RUJDQLVH FKLOGUHQ·V OHDUQLQJ WR H[WHQG
experiences and present new challenges that develop the children’s interests (SCCC,
 &KLOGUHQDUHHQFRXUDJHGWROHDUQWKURXJKVHOIGLUHFWHGVHOIPRWLYDWHG
activities, rather than the product of teaching or direct instruction (Anning and
Edwards, 1999). In this model of learning it is the child’s accomplishments that are
important, and the focus is on the process rather than the product of learning.
7+(35,0$5<6&+22/7($&+(575$,1,1*%(/,()6$1'35$&7,&(

7UDLQLQJ
6LQFHDOOWHDFKHUVLQ6FRWWLVKSULPDU\VFKRROVKDYHXQGHUWDNHQDSDWWHUQRI
WHDFKHUHGXFDWLRQWKDWKDVLQYROYHGDIRXU\HDUKRQRXUVGHJUHHFRXUVHLQHGXFDWLRQ
RUDRQH\HDUSURIHVVLRQDOHGXFDWLRQFRXUVHSRVWLQLWLDOGHJUHH7KHSHUVSHFWLYHV
about the professional preparation, “competencies” and achieving professional
´EHQFKPDUNVµFRQVLGHUHGWREHDSSURSULDWHDUHLQÁXHQFHGE\SROLF\FRPSRQHQWVRI
OHDUQLQJDQGSHUVRQDOSHUFHSWLRQVRIZKDWLVVHHQWREH¶JRRGSUDFWLFH· 6KDXJKQHVV\
1998; Entwistle and Walker, 2000). A range of professional and academic bodies,
which include the Scottish Executive Education Department, the General Teaching
Council for Scotland and the Quality Assurance Agency for Higher Education, have
prepared guidelines for “The Standard for Initial Teacher Education in Scotland”.
Their stated aim is to provide for Scottish schools teachers who “can function as an
effective facilitator of pupil’s learning” (QAA, 2002), who are prepared to continue
to develop their professional understandings and who will engage with families and
the wider community.



%HOLHIV
Research has, however, shown that ITE students themselves bring to their course
beliefs about teaching and being a teacher. Zeichner and Tabachnick (1981) proposed
that personal experience of being a pupil in the classroom shape the beliefs about
teaching of many potential teachers. Fernstermacher and Soltis (1986) suggest that
WKHVHEHOLHIVEHFRPHDPDMRUIRUFHLQWKHFODVVURRPDQGLQÁXHQFHWKHLUDSSURDFKWR
teaching. Kennedy (1997) claimed that potential teachers have strong beliefs about
the role of education and a belief “that they already have what it takes to be a good
WHDFKHUµ .HQQHG\ 7KHVHDUHYLHZVZKLFKKDYHEHHQFRQÀUPHGLQWKH
Scottish context by HMIE (HMIE, 2002:12).
Whatever beliefs about teaching they held at the start of their initial professional
SURJUDPPHWHDFKHUVLQSULPDU\VFKRROVZLOOKDYHEHHQLQÁXHQFHGE\WKHFRQWHQWRI
the initial teacher education course they have followed and the experiences they have
had within their practical professional placements. Within ITE programmes students
VWXG\´RSHUDWLRQDOFRPSHWHQFHµDQG´DFDGHPLFFRPSHWHQFHµ %DUQHWW ZLWK
a strong emphasis on children as learners and becoming ‘DUHÁHFWLYHSUDFWLWLRQHU·.
However, as Cope and Stephen (2002) highlight, different professional contexts
develop different cultures and potential teachers entering the teaching profession
ZLOOVHHNWRHPEUDFHWKHFXOWXUHRIVFKRROVDVWKH\ÀQGWKHP
3UDFWLFHV
Teachers in Scottish primary schools are responsible for delivering the full range of
VXEMHFWDUHDVSUHVFULEHGLQWKHJRYHUQPHQW·V´&XUULFXOXP*XLGHOLQHV²µ 62(,'
²/76 ZLWKLQWKH´WLPHHQWLWOHPHQWµIRUHIIHFWLYHWHDFKLQJDQG
learning (LTS, 2000) for each child in their class. Both Local Authorities and HMIE
maintain public accountability for the quality of teaching and learning in all Scottish
primary schools through regular inspections. Local Authorities may require schools
to implement particular policies on curriculum provision. In addition, individual
schools will have their “topic grid” and schemes of work. Class teachers consequently
have the professional responsibility to plan for all children in their class using these
sources with their plans being formally monitored by school management teams.
Government initiatives intended to raise standards of achievement particularly in
literacy and numeracy (SOEID, 1997; SEED, 1999a; 2000a), combined with other
developments, such as setting targets, reductions in class sizes and the introduction
of classroom assistants, have tended to focus on the early stages of children’s school
experience. Children’s progress is monitored and formally recorded (National Tests,
Class Tests, Diagnostic Tests). These external pressures on teachers, and particularly
HDUO\\HDUVWHDFKHUVDOORZOLWWOHÁH[LELOLW\LQSODQQLQJIRUWKHLQGLYLGXDOLQWHUHVWVRI
FKLOGUHQRUIRUH[WHQGLQJH[SHULHQFHVEH\RQGWKHSUHVHWFXUULFXOXP
The accountability pressures of curriculum provision and time allocation
command a view of teachers providing the learning within the primary classroom
LQD´WHDFKHUFHQWUHGDSSURDFKµ'HVSLWHWKHVHH[WHUQDOSUHVVXUHVWHDFKHUV·EHOLHIV
DWWLWXGHV DQG HGXFDWLRQDO SKLORVRSK\ FRQWLQXH WR LQÁXHQFH WKHLU LQVWUXFWLRQDO
approach and the classroom climate (Esquivel, 1995; Baer, 1997). Teachers create
learning environments according to their personal judgements of children’s needs. In
DWWHPSWLQJWRFUHDWHD¶OHDUQLQJHQYLURQPHQW·LQLWVEURDGHVWVHQVHWHDFKHUVSURGXFH
intrinsic learning in the form of displays of work which are visually stimulating, and
formal structured learning in the lessons they plan which involve pupils in learning
experiences based on their judgements of children’s needs and abilities.
The delivery and resourcing of the learning activities to stimulate and retain
LQWHUHVWDUHSDUWRIWKHSURIHVVLRQDOVNLOORIWKHLQGLYLGXDOWHDFKHU 0F3DNHet al.,
 ,QFRQWUDVWWRWKHOHDUQLQJVLWXDWLRQVLQSUHVFKRROWKHSHGDJRJ\RISULPDU\
schools tends to be based on class and group learning, with each classroom having
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its own distinctive process for bringing about learning in that setting. However,
Lambert and McCombs (1998) advocate that in order to nurture children to become
independent and life long learners who posses a creative and innovative approach
to learning, individual differences and unique learning styles should be recognised.
Cooper and McIntyre (1996) suggest that there should be an emphasis on the pupils
feeling safe to take risks and developing their interdependence and independence of
RQHDQRWKHUDQGGHYHORSLQJWKHLUVHQVHRIVHOIZRUWK0F3DNHet al. (1999, op cit)
made a similar and related point, advocating that approaches to teaching in which
children are given the opportunity to interact with their peers, discover their strengths
and weaknesses, and ascertain strategies that match their needs and learning styles
should be considered (Cropley, 1997; Tan, 2001).
7+(678'<6&23($1'0(7+2'2/2*<

7KLVVWXG\DLPHGWRJDLQDQXQGHUVWDQGLQJRIWKHSUDFWLFHVRI3ULPDU\WHDFKHUV
involved in the transition process, and it addressed two questions:
•

What expectations did teachers have of children as they started school?

 'LGWKHLQIRUPDWLRQWKHSULPDU\WHDFKHUVUHFHLYHGIURPWKHSUHVFKRRODVVLVW
DQGLQIRUPWKHLUSODQQLQJIRUFKLOGUHQ·VOHDUQLQJLQ3"
The approach selected for this investigation was a qualitative one and the methodology
LQYROYHGDVHPLVWUXFWXUHGLQWHUYLHZ$OOLQWHUYLHZVZHUHDQDO\VHGE\UHVSRQVH
7KHIDFHWRIDFHLQWHUYLHZLVUHFRJQLVHGDVDIRUPRILQTXLU\ZKLFKDOORZVIRU
ÁH[LELOLW\VHQVLWLYLW\DQG´GHOLFDF\µ -D\DUDWQHDQG6WHZDUW.YDOH 
DQGWKHVHOHFWLRQRIWKHVHPLVWUXFWXUHGLQWHUYLHZZDVFRQVLGHUHGWREHDSDUWLFXODUO\
DSSURSULDWHDSSURDFKIRUWKLVVWXG\7KLVPHWKRGDOORZHGIRUDGHJUHHRIUHÁHFWLRQ
and introspection on the part of the respondents, and allowed the interviewer to elicit
DWWLWXGHVSHUVSHFWLYHVFRQFHUQVDQGJRDOVIRUWUDQVLWLRQ$VHPLVWUXFWXUHGLQWHUYLHZ
VFKHGXOHZDVSUHSDUHGZLWKDQXPEHURIRSHQHQGHGTXHVWLRQVWREHDVNHG7KHVH
questions could then be followed up within the interview to probe issues, attitudes and
concerns more deeply. This discussion would provide insights into the views of the
teachers, an opportunity to explore attitudes, and gain perceptions and perspectives
of the teacher’s practice.
In selecting the participants for this study no particular characteristics were
LGHQWLÀHG DV LPSRUWDQW UDWKHU WKH IRFXV ZDV RQ SHRSOH ZKR ZHUH SUHSDUHG WR
engage with the topic being investigated. All of the teachers involved volunteered
to participate in the study; subsequently responses were provided willingly and
enthusiastically. Each of the teachers interviewed was a class teacher currently
LQYROYHGLQWHDFKLQJWKHQHZLQWDNHRI3ULPDU\FKLOGUHQ7KLVVDPSOHUHSUHVHQWHG
RIWKHWRWDOQXPEHURI3WHDFKHUVZLWKLQWKLVORFDODXWKRULW\DQGUHSUHVHQWHG
DFURVVVHFWLRQRISULPDU\VFKRROVERWKZLWKSUHVFKRROFODVVHVDWWDFKHGDQGZLWK
QRSUHVFKRRODWWDFKHG7KHJURXSDOVRUHSUHVHQWHGDUDQJHRIH[SHULHQFHRILQWDNH
from all sectors of provision – local authority, private and voluntary. However, it
PXVWEHDFNQRZOHGJHGWKDWDVWKLVVDPSOHZHUHVHOIVHOHFWHGWKLVPD\LPSDFWRQ
DQ\DWWHPSWWRPRUHZLGHO\JHQHUDOLVHWKHÀQGLQJV
The investigation was carried out in two phases shortly after the new intake of
FKLOGUHQKDGVWDUWHGLQ3,QLWLDOO\DIRFXVJURXSGLVFXVVLRQ )HVWHUYDQG²
0DLDPSROVNL ZKLFKZDVDXGLRWDSHGDQGWUDQVFULEHGLQYHVWLJDWHGDJURXSRI
VL[3WHDFKHUV·H[SHULHQFHVDQGSUDFWLFHVRIFRPPXQLFDWLRQZLWKSUHÀYHVHWWLQJV
The focus group interview was analysed initially by response to the research
questions to clarify themes that were important for the teachers themselves. The
insights gained into the attitudes and perspectives of the participants of the focus
group interview were then used to inform the interview schedule for the second
phase of the research.
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7KHVHFRQGSKDVHRIWKHVWXG\LQYROYHGVL[FRQÀGHQWLDOLQGLYLGXDOLQWHUYLHZV
DOVRDXGLRWDSHGDQGWUDQVFULEHG,QWKHVHLQGLYLGXDOLQWHUYLHZVSULPDU\WHDFKHUV
from six different primary schools were interviewed and were encouraged to describe
how they go about familiarising themselves with their new intake of children. The
interviews were carried out across a range of publicly funded primary schools
ZLWKLQWKLVORFDODXWKRULW\DUHDH[SHULHQFLQJDFURVVVHFWLRQRIVRFLDODQGHFRQRPLF
backgrounds. All interviews were carried out in locations suitable for the interviewees
including school settings.
&RQWHQWRIWKHWUDQVFULSWLRQVRIDOOLQWHUYLHZV³IRFXVJURXSDQGLQGLYLGXDO
³ZDVVXEVHTXHQWO\DQDO\VHGE\UHVSRQVHDQGE\WHDFKHU,QWKLVDQDO\VLVSDWWHUQV
RIRSLQLRQH[SHULHQFHRUH[SHFWDWLRQVRIWKHWHDFKHUVZHUHLGHQWLÀHG
FINDINGS

In the analysis of the interview transcriptions it was evident from the respondents’
replies that the teachers had a range of expectations for children starting school. What
appeared to emerge from the evidence was that the priority task was of managing a
large group of children who are unfamiliar with the school environment, with each
other and with the classroom routine. There was an overwhelming acceptance by
all of the teachers interviewed of their professional responsibility to implement the
formal curriculum. Teachers (eleven of the twelve interviewed) were also conscious
of the need to prepare for the new intake of children, and of their role in making
school a welcoming and secure place for the children to be. The participants’ views
of children’s development and how children learn also revealed some dilemmas
within their teaching.
([SHFWDWLRQVRIFKLOGUHQ
There was a substantial emphasis by all those interviewed on the importance of
children’s ability to operate in a classroom and of their adapting socially to the
VFKRROFRQWH[W7HDFKHUVVSRNHRIQHHGLQJWRNQRZDERXWFKLOGUHQZKR¶PL[ZHOO
ZHUHOLYHO\DQGRXWJRLQJ·DQG¶ZHUHDOHDGHU·2QHWHDFKHUVSRNHYHU\ZDUPO\RI
the kindness of one boy in her class towards others, whereas other teachers were
PRUHQHJDWLYHDQGVSRNHRIQHHGLQJWRNQRZDERXWFKLOGUHQZKR¶GRQ·WJHO·ZKR
ZHUH¶ERLVWHURXVORXGRULQWURYHUWHG·
All of the teachers interviewed spoke of the skills they expected children to possess
as they started school. They wanted to know if children could assume responsibility for
WKHLUEHORQJLQJVDQGWKHLUDFWLRQV¶«LIWKH\FDQGUHVVWKHPVHOYHV«SXWWKHLUVKRHVRQ
and their coats’. Teachers wanted to know what physical skills children had, could they
sit and attend to an adult, hold a pencil correctly, or be trusted to follow instructions?
The strong focus by teachers on skills suggests that they value children who accept
responsibility for their actions and can act independently. They particularly wanted
to know what language and early number abilities children had. Factors relating
to physical attributes particularly health, safety, speech and language ability were
PHQWLRQHGIUHTXHQWO\E\WHDFKHUV¶«WKLQJVOLNHGLIÀFXOWLHVZLWKSHUVRQDOVDIHW\
YHU\FOXPV\SRRUDUWLFXODWLRQVRPHGLIÀFXOWEHKDYLRXUV·
Teachers were conscious of the value of the school being a friendly and
welcoming place for children and families. A substantial majority of the teachers
VSRNHRIZDQWLQJWKHFKLOGUHQWRNQRZWKHP¶«WRUHFRJQLVHDIDPLOLDUIDFH·DQGRI
their knowing each child’s name. Some teachers appeared to make an evaluation
of their personal involvement in the transition process, in terms especially of the
EHQHÀWVWRWKHFKLOGUHQ7KHFRVWVLQYROYHGZHUHRIWHQWRWKHPVHOYHVLQWHUPVRIWLPH
DQGLQYROYHPHQW¶,ZDVLQKHUHPRVWRIWKHVXPPHUKROLGD\VJHWWLQJWKHFODVVURRP
UHDG\VRUWLQJLWRXWGRLQJGLIIHUHQWELWVDQGSLHFHV«·
Only two of the teachers talked about seeking children’s views about coming to
school and this was done within curricular “Circle Time” activities.
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Many of the teachers’ expectations related directly to their ability to implement
the formal curriculum effectively and within the time scale expected. The information
the teachers talked about was gained from their own observations of children in the
classroom setting and not from parents or nursery reports.
([SHFWDWLRQVRISUHVFKRROH[SHULHQFH
$OWKRXJKRQO\RQHUHVSRQGHQWUHIHUUHGGLUHFWO\WRWKH´&XUULFXOXP)UDPHZRUN²µ
6((' WZRWHDFKHUVUHIHUUHGWR´FKDQJHVµLQSUHVFKRROH[SHULHQFHVFKLOGUHQ
KDYH2QHWHDFKHULQWKH)RFXV*URXSLQWHUYLHZZDVTXLWHFOHDUDERXWWKH´FKLOG
centred” approach in the nursery, another teacher interviewed individually referred
to her own children’s experience in the nursery and spoke of the primary being more
“structured in approach”. One teacher openly admitted that she did not know what
the structure of the nursery curriculum was. There was a lack of awareness of any
QXUVHU\SROLF\DQGSUDFWLFHDQGDVXJJHVWLRQIURPÀYHUHVSRQGHQWVWKDWSHUKDSV
the nursery had a responsibility to prepare children for school. In the focus group
interview the participants discussed the view that the nursery could perhaps:
¶WDNHLQGLYLGXDOFKLOGUHQZKRZHUHQRWJRLQJWREHUHDG\WRVWDUWDWWKHVWDJH
ZHZDQWWKHPWRVWDUWDWDQGZRUNZLWKWKHPLQWKHLUÀQDO\HDURIQXUVHU\
to try to bring them on to that standard.’
¶3UHSDULQJIRUVFKRROLVDFWXDOO\VLWWLQJLQDFKDLUDQGWKHFRQFHQWUDWLRQVSDQ
is extended, that’s very useful.’
One participant did, however, speak of the nursery being a separate stage and having
a different philosophy for children’s learning. She recognised that nurseries are
more concerned with:
¶WKHZKROHFKLOGWKHGHYHORSPHQWRIDOODVSHFWVRIWKHLUSHUVRQDOLW\DQGWKHLU
OHDUQLQJWKHLUFRQÀGHQFHDQGWKHLUDELOLW\WRFRPPXQLFDWHWKDWVRUWRIWKLQJ
So they’re not going to want to bring them up to a certain mark, threshold.’
8VHRIFKLOGUHQ·VSULRUOHDUQLQJH[SHULHQFHV
:LWKLQWKHDQDO\VLVRIWKHIRFXVJURXSLQWHUYLHZWKHLPSDFWRILPSOHPHQWLQJWKHSUH
VHWFXUULFXOXPZDVHVWDEOLVKHGDVDPDMRUIDFWRULQÁXHQFLQJWKHWHDFKHU·VSODQQLQJ
DQGDFWLRQVGXULQJWKHÀUVWZHHNVFKLOGUHQZHUHDWSULPDU\VFKRRO´«1RZ,KDYHD
SURJUDPPHIRUSUDFWLFDOO\HYHU\PLQXWHRIHYHU\GD\«µ,QWKHLQGLYLGXDOLQWHUYLHZV
WHDFKHUVZHUHDVNHGWRIRFXVDQGUHÁHFWRQWKHLURZQSUDFWLFHRIEHFRPLQJIDPLOLDU
with one particular child during the transition process. Curriculum implementation
again emerged as a predominant feature of the teacher’s actions. The important issues
LGHQWLÀHGZHUHLQÁXHQFHGE\WKHQHHGWRIXOÀOSURIHVVLRQDOUHVSRQVLELOLWLHVDQGOLWWOH
UHIHUHQFHZDVPDGHWRWKHFKLOGUHQ·VOHDUQLQJH[SHULHQFHVLQWKHSUHVFKRROVHWWLQJ
7KHLPSDFWRIVFKRROWDUJHWVDQGWKHORFDODXWKRULW\·VSUHVHWFXUULFXOXPDQGWHDFKLQJ
SODQVZHUHUHÁHFWHGLQWKHRYHUZKHOPLQJUHVSRQVHRIDOOWHDFKHUVLQWHUYLHZHG´<RX
seem to sort of rush from one thing to another, don’t you, because there’s so many
DVSHFWVWRFRYHU«µ7KHFRPPRQIDFWRUIRUDOOUHVSRQGHQWVZDVWKHLUH[SHULHQFH
RIWKHLQÁH[LEOHQDWXUHRIWHDFKLQJSODQVDQGWKHVSHFLÀFPHWKRGRORJ\WREHXVHG
ZLWKLQWKHFODVVURRP1RWHDFKHUUHIHUUHGWRWKHÁH[LELOLW\IDFWRUDOORZHGZLWKLQ
“The Structure and Balance of the Curriculum” (LTS, 2001). Almost all teachers
expressed awareness that children are starting school with different experiences,
skills and abilities, but only one teacher spoke of her recognition of different learning
VW\OHV7KHUHZDVDQLPSOLFLWDFFHSWDQFHE\DOOUHVSRQGHQWVWKDWFKLOGUHQKDYHWR´ÀW
in” to the demands of being at school, although within the focus group interview
teachers spoke of concerns about this approach:
´:H·YHJRWWRIROORZDFXUULFXOXPIRUWKDWDQGLWJRHVDJDLQVWWKHLGHD«LW·V
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FRQWUDGLFWRU\WRP\PLQGRIFKLOGFHQWHUHGQHVV«,WKDVWREHEDVHGDURXQG
the child’s needs.”
7KHLQIRUPDWLRQWUDQVIHUUHGIURPSUHVFKRROGRHVQRWDVVLVWRULQIRUPWKHSODQQLQJ
IRU FKLOGUHQ·V OHDUQLQJLQ 3ULPDU\  GXH WR WKHSUHVFULSWLYHQDWXUHRI WKH SUHVHW
FXUULFXOXP´«,PHDQWKHVFULSW·VZULWWHQIRU\RXµDQGWHDFKHUVDUHXQDEOHWRDGDSW
teaching and learning to meet the needs of individual children.
3UHVVXUHVDQG7HQVLRQV
2QH VLJQLÀFDQW WKHPH WKDW UHFXUUHG WKURXJKRXW WKH LQWHUYLHZV ZDV WKH FRQFHUQ
IRU WKH ZHOOEHLQJ RI FKLOGUHQ DV WKH WHDFKHU VWUXJJOHV WR FRPSO\ ZLWK SROLF\
demands. The focus group interview in particular revealed the degree of frustration
felt by teachers. Uncertainty was expressed about the children’s ability to cope with
the programme and of their understanding of the subject areas covered. Teachers
talked of not having time to learn about the children as individuals and to get
´«EHWWHUUHODWLRQVKLSVJRLQJZKLFKWKH\KDYHWRGREHIRUHWKH\FDQOHDUQDQ\WKLQJ
They have to be comfortable and feel secure with you.” One respondent talked of
the general dissatisfaction within her school of the pressure to implement the taught
curriculum quickly, however, all teachers interviewed accepted their professional
UHVSRQVLELOLWLHVWKDW´«\RX·YHJRWWRGHOLYHUµ
In Scottish primary schools teachers are often moved from one level of the
SULPDU\VFKRROWRDQRWKHU2QHWHDFKHULQWHUYLHZHGLQWKLVVWXG\KDGSULPDU\WKH
year before, another explained that most of her teaching experience had been in upper
school grades and she had only recently moved into the early stages. This could
be an added tension for some teachers in primary 1 classes, who not only have to
become familiar with the children starting in their class but also with the curriculum
DQGVSHFLÀFPHWKRGRORJLHVSUHVFULEHGZLWKLQWKLVDXWKRULW\
DISCUSSION

This study set out to investigate expectations primary 1 teachers have of children
as they start school, and what use they subsequently make of the information
WUDQVIHUUHGIURPFKLOGUHQ·VSUHVFKRROVHWWLQJWRSODQIRUWKHLUIXUWKHUOHDUQLQJ7KH
evidence revealed that a tension exists between the teachers’ awareness of the need
for children’s welfare and their own need for accountability. Results of the study
VXJJHVWWKDWZLWKLQWKLVORFDODXWKRULW\DUHDWKHSUHVHWQDWXUHRIWKHFXUULFXOXP
prescribed methodology and the targets set for achievement within the curriculum
are putting pressure on teachers to rapidly begin formal education with their new
LQWDNHRIFKLOGUHQ7KHLPSRUWDQWWUDQVLWLRQLVVXHVDUHLQÁXHQFHGE\WKHLQGLYLGXDO
WHDFKHU·V QHHG WR IXOÀO WKHLU SURIHVVLRQDO UHVSRQVLELOLWLHV LQ LPSOHPHQWLQJ WKH
curriculum. Teachers are anxious to know what social skills and knowledge based
abilities children have rather than a child’s developmental stage, personal interests
and learning styles or their prior learning experiences.
These factors need to be considered when planning for children’s successful
WUDQVLWLRQIURPWKHSUHVFKRROVHWWLQJWRWKHSULPDU\VFKRRO
6XSSRUWLYH/HDUQLQJ(QYLURQPHQW
7KH WUDQVLWLRQ IURP HDUO\ SUHVFKRRO H[SHULHQFHV WR WKH IRUPDO HGXFDWLRQDO
environment of the primary school is one of the major steps that young children will
take in their early years (Entwistle and Alexander, 1998). It has been suggested that
WKLVWUDQVLWLRQWRVFKRROLV´«DNH\OLIHF\FOHWUDQVLWLRQERWKLQDQGRXWVLGHVFKRROµ
3LDQWD5LPP.DXIPDQDQG&R[xvii DQGWKDWLW´«VHWVWKHWRQHDQGGLUHFWLRQ
RIDFKLOG·VVFKRROFDUHHUµ 3LDQWDDQG.UDIW6D\UH 7KLVYLHZLVVXSSRUWHG
E\0DUJHWWV  ZKRFODLPVWKDWZKHQFKLOGUHQVXFFHVVIXOO\DGMXVWWRWKHÀUVW
year of primary schooling are likely to be “ more successful in their future progress
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WKDQFKLOGUHQZKRKDYHGLIÀFXOW\DGMXVWLQJWRWKHQHZVLWXDWLRQµ S 
3HWHUV   VXJJHVWHG WKDW DQ LPSRUWDQW IDFWRU LQÁXHQFLQJ WKH VXFFHVV RI
transition was the social interaction that developed, particularly in relation to
IDPLOLHVDQGIULHQGV2QHRIWKHLPSRUWDQWLQÁXHQFHVRQOHDUQLQJLVIDPLOLDULW\ZLWK
the environment in which it takes place (Margetts, 2002). If the setting is familiar
DQG¶VDIH·FKLOGUHQDUHPRUHDEOHWRXVHWKHLUSULRUNQRZOHGJHDQGVNLOOV:LWKLQWKH
primary school setting children meet new challenges intellectually and socially, and
very quickly they have to learn to comply with the teacher’s directions as they are
expected to understand and perform complex new tasks. They are also now assessed
LQDFRPSDUDWLYHPDQQHUDQGWKLVKDVQRWRQO\DGLUHFWLPSDFWRQWKHLUVHOIUHJDUG
but also on how they are regarded by others (Donaldson, 1978; Entwisle, 1995).
Children’s experiences are integrated into their understandings about themselves,
others and the world around them. These experiences become part of their personal
ELRJUDSKLHVDVHYHU\H[SHULHQFHOLYHVRQLQIXUWKHUH[SHULHQFHV 'HZH\ 
Effective transition should be a positive experience for children enabling them to
function successfully in their new environment. As young children move from
WKHIDPLOLDUFDULQJHGXFDWLRQDOHQYLURQPHQWRIWKHSUHVFKRROWRWKHPRUHIRUPDO
educational environment of the primary school they require time to become familiar
with their new environment. Teachers involved in this study were aware of the need
to make the school environment friendly, secure and caring for these young children
and two teachers especially were making considerable personal efforts to ensure
that it was. There is a need for the support of this caring approach to be recognised
as an important part of the transition process.
Children need time to become familiar with their new environment, learn to
respond to the teacher’s demands and adjust to the social and intellectual requirements
of being at school. Consideration could be given to studies (Sylva and Nabuco,
1996; Elkind and Whitehurst, 2001) which caution that earlier exposure to formal
DFDGHPLFVNLOOVPD\EHDVVRFLDWHGZLWKKLJKHUOHYHOVRIDQ[LHW\ORZHUVHOIHVWHHP
and less motivation towards learning. While the research evidence (Richardson,
1997; Sharp, 2002) of a linkage between age and successful transition to school is
inconclusive, concern has been expressed that pressure to implement literacy and
numeracy programmes and to assess children’s ability in these areas, could exert a
GRZQZDUGSUHVVXUHHYHQRQSUHVFKRROVWREHJLQIRUPDOHGXFDWLRQEHIRUHFKLOGUHQ
are developmentally ready.
&XUULFXODU3UHVVXUHV
While this investigation was carried out in one Scottish Local Authority area,
throughout Scotland Local Authorities have implemented initiatives to improve
standards, particularly in literacy and numeracy (Scottish Executive, 2000a).
Individual schools have their own perceptions, priorities and expectations about
what is important. Early Years teachers throughout Scotland are experiencing similar
accountability pressures and demands to produce evidence of children’s progress. All
of the teachers involved in this study spoke of implementing the formal curriculum
and their need to meet targets. Consequently, they expected children to possess
skills that will enable them quickly to adapt to school life and to the demands of
the teacher. Indeed a number suggested that the preschool should be consciously
preparing children for school.
Much of the research exploring children’s transition to school has focused on the
H[SHFWDWLRQVRIWHDFKHUV /HZLWDQG%DNHU3RZQH\*OLVVRX+DOODQG+DUOHQ
1995). Research (Biggs and Edwards, 1992; Buchanan, 1995) suggests that in early
years schooling a discrepancy often exists between the teacher’s views of childhood
and their developmental expectations of young children (Bennett, et al., 1997) which
PD\LQÁXHQFHWKHLUSURIHVVLRQDOSUDFWLFHVDQGSHGDJRJ\$VWHDFKHUVIDFHFRQVWDQW
GHPDQGVWRIXOÀOWKHFXUULFXOXPWR¶ÀWLQ·DQGPHHWWDUJHWVVHWE\WKHVFKRROWKH\
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may feel a sense of diminished control and the loss of their own individual autonomy.
Teachers are caught in the tension of implementing an enforced routine of daily
schedule and of discipline as they manage a large group of young children, yet on
the other hand, teachers are aware of the developmental and cognitive changes that
occur in children’s understanding at this stage.
,Q6FRWODQGFKLOGUHQVWDUWVFKRROLQWKH$XJXVWQHDUHVWWRWKHLUÀIWKELUWKGD\
&RQVHTXHQWO\WKHUHLVDZLGHUDQJHRIDJH \PWR\P DQGVWDJHRIGHYHORSPHQW
ZLWKLQHDFK3FODVV(DUO\,QWHUYHQWLRQ,QLWLDWLYHV 6(('F DQG´7DUJHWVµVHW
by schools are subjecting teachers to change, increased pressure and worries about
the appropriateness of the curriculum for young children. Nursery teachers are aware
RIDQGLQFUHDVLQJO\VXEMHFWWRRXWVLGHLQSUHVVXUHVWRLPSOHPHQWWKHFXUULFXOXPDQG
are conscious of the requirement to prepare children for more formal education in
SULPDU\VFKRRO:LWKLQWKHSUHVFKRROVHWWLQJDFWLYLWLHVDUHSURYLGHGIRUFKLOGUHQ
that are school related and prepare children for the curriculum, thereby providing
experiences and knowledge, which has been described by Bernstein (1996) as
´RIÀFLDOµNQRZOHGJHEHFDXVHLWZDVUHJDUGHGDVLPSRUWDQWDVDPHDQVRIHQWU\WR
WKHPDLQVWUHDPFXOWXUHRIVFKRRO7KLVSURYLVLRQLVJXLGHGE\WKH¶NH\DVSHFWVRI
OHDUQLQJ·LGHQWLÀHGZLWKLQWKH¶&XUULFXOXP)UDPHZRUN²· 6&&& ZKLFK
has a clear focus on developmentally appropriate approaches to learning, including
(PHUJHQW/LWHUDF\DQG1XPHUDF\7KHSUHVFKRROH[SHULHQFHWKHUHIRUHSURYLGHVD
valuable route along which children can progress at their own pace, with each “feature
of learning” identifying clear guidelines for monitoring children’s development.
7KHLQFUHDVHGSURYLVLRQRISUHVFKRROSODFHVKDVSURYLGHGDVXEVWDQWLDOPDMRULW\
RISUHVFKRROFKLOGUHQZLWKDWOHDVWSDUWWLPHQXUVHU\HGXFDWLRQDQGWKHUHE\WKH
opportunity for the adults involved in that provision to record children’s progress.
&KLOGUHQHQWHULQJVFKRRODUHQRORQJHU¶ZRUNLQJWRZDUGV/HYHO$·WKH\DUHFRQWLQXLQJ
WRSURJUHVVWKURXJKWKH¶NH\DVSHFWVRIOHDUQLQJ· 6&&& 
CONCLUSION

5HFHQWGHYHORSPHQWVLQWKHSURYLVLRQRISUHVFKRROHGXFDWLRQIRUWKUHHDQGIRXU\HDU
ROGVLQ6FRWODQGPHDQVWKDWDVXEVWDQWLDOPDMRULW\  RIWKHFKLOGUHQHQWHULQJ
SULPDU\VFKRROKDYHKDGVRPHIRUPRISUHVFKRROH[SHULHQFH7UDQVLWLRQIURPSUH
school to primary needs to be viewed as an important step in children’s lives and the
support required to make this a secure and positive experience recognised.
7KHOHDUQLQJH[SHULHQFHVSURYLGHGIRUFKLOGUHQLQWKHSUHVFKRRODUHLQÁXHQFHG
by the beliefs and practices of early childhood educators which emphasise learning
WKURXJKSOD\UHDOOLIHH[SORUDWLRQDQGH[SHULHQFHVHOILQLWLDWHGOHDUQLQJDQGIRFXVHG
adult interaction. There is an increasing body of evidence supporting the important
contribution of quality early childhood education and care to children’s later school
DFKLHYHPHQW,IWKHLUSUHVFKRROH[SHULHQFHVLQÁXHQFHDFKLOG·VODWHURXWFRPHLQ
VFKRROWKHQLWLVLPSRUWDQWWKDWWKHZRUNXQGHUWDNHQLQSUHVFKRROHVWDEOLVKPHQWV
LQÁXHQFHVSODQQLQJSROLF\DQGSUDFWLFHDWWKHQH[WVWDJHRIHGXFDWLRQ7KHWHQVLRQ
between providing an appropriate curriculum for children that continues to
UHFRJQLVHDQGGHYHORSDSRVLWLYHGLVSRVLWLRQWRZDUGVOHDUQLQJDQGWKHRIÀFLDOIRFXV
RQDFFRXQWDELOLW\DQGRXWFRPHVLVHYLGHQW:KLOHWKHSUHVFKRROFXUULFXOXPDQG
pedagogy are different from those found in primary school, there continues to be a
case for the continuity of programming for children’s learning from one sector to the
other. There is a need to consider the possibility of decreased formality in the delivery
of the curriculum and an increased opportunity for active involvement in learning.
This will require that primary teachers are given the professional responsibility
of judging children’s abilities and developmental level and that they are given the
ÁH[LELOLW\WRLQWURGXFHWKHFXUULFXOXPWRFKLOGUHQDWDSDFHDSSURSULDWHIRUHDFKFKLOG
as an individual. This will have implications for staff development and training.
)XUWKHUUHVHDUFKFRXOGH[SORUHSUHVFKRROSULPDU\DOOLDQFHVWKDWEHVWFUHDWHKLJK
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quality transition programmes which take account of the necessary caring dimension
RIHDUO\HGXFDWLRQUHFRJQLVHVWKH¶PXOWLGLPHQVLRQDO·QDWXUHRIFKLOGUHQ·VOHDUQLQJ
DQG SURYLGHV D WUXO\ ¶GHYHORSPHQWDOO\ DSSURSULDWH· FXUULFXOXP ZKLFK YDOXHV WKH
child’s previous experiences and allows the primary teacher to build upon these to
indeed create continuity and progression.
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