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Phase 3: This phase was run simultaneously to Phase 2, and constituted a quasi-
experimental design, which involved an Oral English Intervention Programme.
This intervention programme was run with a group of children in a similar
school (PSB) as the children involved in Phase 2, to consider the desirability of
an enriched oral English programme in the local context.

The analysis of the data gathered from teachers, parents and pupils in PSA, indicated that:

The preschool is the main location where children are introduced to oral
English;

Teachers use verbal strategies, like code-switching and questioning, as the main
oral English language teaching strategy;

The final preschool year focuses on a preparation for Stdl.  This
preschool/home preparation is narrowly defined in terms of doing the oral
English version of the Maths/Environmental Studies Std1 textbooks, with far
less attention being given to developing oral proficiency in English as a
stepping-stone into the world of literacy in English. This results in children’s
progress in oral English over the year, but this progress is determined by the
progress made in the Maths and EVS vocabulary;

Although teachers immerse the children in print, they (parents, too) tend to use a
discrete-skills-based approach to initiate children into pre-reading/writing.
Although children can recite the alphabet, they show more discomfort with
recognising the letter-grapheme relationship;

The copying strategy is extensively used, resulting in children’s ability to write
their names at the end of the year;

There is a near-absence of storybook reading at home and at the preschool,
resulting in children’s limited interest in literacy-related activities;

The quasi-experiment indicates that when daily exposed to English in a
structured manner, children can make significant overall progress in English.
Moreover, regular storybook reading in English seems to have medium impact
on children’s interest in print-related activities.

These practices have been explained by:

the colonial heritage of Mauritius: the curriculum and the teacher-training
course have been written in the shadow of'a colonial language policy;

the inadequate teacher training, which does not equip teachers with the
knowledge and methodology to teach English and literacy to preschoolers, in
the specific local context,

external pressures, such as parental pressures, which impact upon teachers’
practices;

internal forces which shape teachers’ pedagogical practices. For instance,
teacher use their own experience as language learners to teach English.

In sum, this thesis argues that, for a number of reasons, preschoolers are inadequately
prepared to meet the English language and literacy challenges awaiting them in Standard
1. In the light of such a conclusion, this thesis recommends that there be harmony and
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coherence between the preschool and the primary school sectors, in terms of language
policy, curriculum and pedagogical practices:

the language-in-education policy, applicable to the whole education system,
should be unambiguously articulated;

the curriculum should be precise in acknowledging the functions of the various
languages in the local context;

the curriculum should define the language and literacy targets for preschoolers
exiting the preschool;

the teacher-training course should be reviewed to be more context- and more
sociolinguistic-sensitive;

teachers should be provided with English language training;

appropriate materials should be designed and provided to preschools.

This thesis has contributed to research by providing insight and understanding into
emergent literacy experiences of children who live in a context where their home
language differs from their school language. It has also enlightened us on the nature of
the oral English and the literacy gap at the point when (Mauritian) children make the
transition from the preschool into the primary school.
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