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[bookmark: _Toc482524363]Abstract
Research across different international contexts has identified how social, physical and pedagogical changes influence children’s early educational transition experiences. Concerns have been raised regarding children not being ready for these changes and thus undergoing a negative transition experience, which can impact on future learning and well-being. This study aims to gain a deeper understanding of children’s perspectives of the educational transition they make from a Foundation Stage setting to Primary School (Year 1), in an English section of a European school in Brussels. I employed a case study approach, utilising the following multiple-methods, interviews, drawings, photographs, small world play and tours to enable the six child participants to recall and explain their transition experiences. I again used interviews to gain the perspectives of the children’s parents and the teaching staff who were involved in this transition. 
Findings indicated that whilst the children talked positively about this transition they expressed negative feelings towards changes related to discontinuity in pedagogical approaches to teaching and learning, and towards the rules governing their new environment which influenced their perception of classroom ethos. The children related identified changes to their responsibility to adapt, and the negative feelings were strongly associated with the desire to belong; in other words they wanted to belong and were aware that in order to do so they must adapt to meet the demands of these significant changes. The conclusion revealed that current policy privileges a ‘child ready’ approach to transitions; that is, it is the children’s responsibility to adapt in order to be ready. Whilst the children did manage to adapt and conform they still desired more continuity of familiar experiences and expressed concerns associated with changing demands. The recommendation was thus made that policy makers and educators should search for solutions to minimise challenging changes by considering how schools can adapt to be ready for children. 
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[bookmark: _Toc482524365]Introduction and explanation of personal motivation for this study
This study was conducted within the Anglophone (English-speaking) Early Childhood Education (ECE) setting of a European school in Brussels. The European schools were established to provide education for children whose parents have been seconded by their government to work at European Institutions, in this case in Brussels, with the fundamental aim of providing children with education in their first language, where possible, whilst they were living abroad.  The children generally spent two years in the ECE setting and then moved on to Year 1. This setting will be referred to as ‘Maternelle’ throughout this study, as this is what the children, parents and teaching staff call this phase of education within this European school.
As I have spent my teaching career working within ECE settings and the early primary years of school (Foundation Stage and Key Stage 1 in England, and then Maternelle in Brussels), I have become increasingly interested in the transition children make between these phases of education. As a teacher in these settings I have engaged in numerous discussions with parents and staff about children’s experiences of transitions. Conversations within my current setting in Brussels, however, made me consider whether children in this environment were experiencing a positive transition.
During the first term of a new school year my teaching assistant explained that she found it strange that we hardly ever saw the children who were in Maternelle the previous year, adding that it would be nice to find out how they were getting on. The following week I received a visit from the Special Educational Needs / Learning Support teacher who informed me that a small number of children in Year 1 (in addition to the children suggested by Maternelle staff), had been identified as needing learning support. Whilst I was pleased that these children’s needs were being recognised and addressed, I began to wonder why these children had not been identified by the Maternelle staff as needing extra support, instead they had been recognised as successfully achieving the prescribed early learning goals.  This conversation was another factor which made me consider whether these children experienced difficulties during the transition to Year 1. 
The reading I conducted for assignment three of my Doctoral studies further fuelled my interest in transitions. My focus for this assignment was outdoor learning and my exploration of relevant literature revealed that children commonly experienced a significant reduction in outdoor learning experiences upon the transition to Year 1. In light of this I began to wonder whether this was true for the children in my setting, and, if so, what kind of impact this could have on their transition experiences. I then began to consider what other things might reduce, increase, or indeed change, upon this transition.
Petriwskyj, Thorpe and Tayler (2005) explain that in the English context there has been more research conducted in the area of children’s transitions from Nursery to Reception than there has from Reception to Year 1.  This may be linked to the fact that children’s move to primary school in England often occurs at this time, as they move from an ECE setting to Reception, which is part of primary school. Although these Reception classes are still part of the Foundation Stage, and therefore follow the same Early Years Foundations Stage (EYFS) curriculum, the children have still made a transition between separate educational environments. Whilst this transition must be acknowledged as a significant experience, White and Sharp (2007) are concerned about the lack of research into children’s transition to Year 1, which they consider to be equally important, as it is at this point that children often experience an abrupt change in curriculum.  The children in my study experience a change in curriculum and environment (move to a separate primary building) simultaneously when they move to Year 1, therefore, they undergo two commonly recognised transitional changes at the same time.
On further reflection I realised that upon the transition to Year 1 these children also began to learn a second language and commenced weekly religion classes. The children would attend these language classes and religion classes, as well as physical education classes, with different teachers, whereas in Maternelle they just had their class teacher (two class teachers if part time). It therefore appeared that the children in this setting were experiencing a combination of pedagogical, social and environmental changes, and I began to consider whether this combination of changes might be overwhelming for them. Subsequently I decided it was relevant and purposeful to conduct research into these children’s experiences of the transition to Year 1.
Although my aim was to research transitions in a European school in Brussels, Belgium, I used the literature on transitions in other countries to raise my awareness of possible issues in similar and different contexts. I drew more specifically from the early childhood education framework and related transition issues in England. This was done because this unique setting, whilst being based in Brussels, was strongly influenced by English educational policy. I will now provide an explanation of this situation. 
This European school in Brussels consisted of seven different language sections, the Anglophone (English speaking) section being the setting for this study. Although situated in Brussels the school did not follow the Belgian curriculum. Instead, it had its own European school curriculum referred to as the Early Childhood Curriculum in Maternelle. The government of each country employed the teachers of the different language sections. Personally, I worked as a teacher in the Anglophone Maternelle setting, but was employed by the Department of Education in England and seconded to the school, and as such, I brought with me training and experience that had been framed within an English context. Department of Education inspectors from their own country, either Ireland or England, supported the teachers in the Anglophone section of this school. These inspectors were responsible for conducting performance reviews and worked together to produce the literacy curriculum for the Anglophone section. While we followed the Early Childhood Curriculum for the European schools, we planned all literacy (first language) activities in accordance with this Anglophone (English-speaking) literacy curriculum. This curriculum drew heavily on UK initiatives, which was evident in the fact that the Letters and Sounds Guidance was used as the framework for progression of phonics. 
Although the children generally spent two years in Maternelle, they commenced this stage of education at a slightly older age than children in England would join Nursery, and therefore transitioned to Year 1 at an older age. The children began Maternelle in September and most children were already four, but the youngest children in the class had to turn four by December. When they moved to Year 1 most children were already six. The oldest children in the class turned six in January and then began Year 1 in the September of that year, making them 6 years and 8 months on commencement of Year 1. The youngest children in the class would begin Year 1 in September, whilst they were still five, but would turn six by December so they were 5 years and 9 months on commencement to Year 1. In England, it is only the oldest (September born) children who would already be six when commencing Year 1 and the youngest children born in August would have completed the whole Year 1 school year before they turned six during the summer holidays. The children in my setting would experience a shift from a play-based approach to learning in Maternelle to a more formal approach in Year 1, which resembles the move children in England make from a play-based Foundation Stage (Reception) setting to Year 1. This demonstrates that whilst the Maternelle setting was subject to policy influences from England, there were contrasting contextual influences in this unique setting. 
Having presented information on the setting for this study and my motivation to research transitions within this setting I will now move on to the literature review, in which I explored existing literature in order to identify relevant themes that would enable me to justify and structure my own research project. 






[bookmark: _Toc482524366]Chapter 1: Literature review
Within this chapter I will justify the importance of this study by reporting evidence from the literature which highlights the significance of children’s early transition experiences. I will then present some commonly documented factors which are reported to influence these experiences. Whilst reporting these factors I will consider both positive and negative influences and identify proposed strategies for improving transition experiences, alongside associated theoretical perspectives. To conclude I will identify how the findings from this review shaped both my research approach and my research questions. I will also identify any gaps in the current early education transitions literature and determine how this study can build on existing knowledge.  
[bookmark: _Toc482524367]Part 1: The significance of children’s early educational transitions
Before I explore the significance of early childhood transitions it is important to identify an agreed definition of ‘transition’. Griebel and Niesel (2004a, as cited in Niesel & Griebel, 2005), describe transitions “as phases of life changes connected with developmental demands that require intensified and accelerated learning and that are socially regulated” (p. 06). Yeboah (2002) more specifically defines the transition made from early childhood to primary education as “the different phases in the education continuum, with distinct features in policies, curriculum, teaching, methodologies, environment and surroundings, role of parents and what is expected of children” (p. 51). More recently Fabian (2007) defined educational transitions as “the process of moving from one setting to another, often accompanied by a move from one phase of education to another” (p. 06). Vogler, Crivello and Woodhead (2008) Suggest that “transitions are key events…occurring at specific periods or turning points during the life-course”, which they believe requires a change in status in order to adapt to “changing contact with cultural beliefs, discourses and practices” (p. 01). Ecclestone’s (2007) exploration of the research leads her to the conclusion that “transition depicts change and shifts in identity and agency as people progress through the education system” (p. 02). In sum, it is in fact difficult to reach a concise definition of transition as the nature of transitions vary in relation to “degrees of change”, which in turn impacts upon the related social, emotional and cognitive adaptation that is required (Vogler et al., 2008, p. 01). 
Before continuing with this review I aim to provide clarity by directing attention to the following statement: “when a child moves from early childhood education to primary school, transition to school is said to occur. Transition to school, therefore, symbolises the change or shift from early childhood education to formal education” (Yeboah, 2002, p. 52). It is important to note that in England children move from Foundation Stage (Nursery) to Primary School (Reception). Nursery and Reception classes, however, follow the same Foundation Stage curriculum, thus it is when children move from Reception to Year 1, that they often experience the shift to more formal education. This is also the case for the children in my study. Therefore, whilst this review will draw on literature from countries such as Australia and America where children move from ECE (Kinder) to a more formal primary education, I will also draw on transition literature in the English context, when children make the transition to a more formal education as they move from Reception to Year 1.
It could be assumed that once children have made the initial transition from home to an ECE setting, subsequent educational transitions would be made with relative ease. On the contrary Yeboah’s (2002) critique of literature revealed that the transition from early childhood setting to school was commonly recognised as a time of difficulty, confusion and anxiety for children. Furthermore, subsequent transitions through the life-course are identified as being equally significant, for example the move from primary to secondary education and then to tertiary education.  Political concerns have been raised about the connection between social and economic disadvantage and the decline in standards and motivation to learn during the transition to secondary school, which is also associated with retention at tertiary level (Ecclestone, 2007). Despite the recognition of significant transition points throughout the life-course, it is argued by Lam and Pollard (2006) that the impact of early education transitions should not be underestimated, as these are identified as being the first transitions “in children’s pupil career in their life-long learning” (p. 137).
 The significance of early educational transitions and the associated impact on future learning proved to be internationally recognised. In Denmark, Brostrom (2002) reported the significance a smooth transition to school could have on children’s ability to achieve a feeling of security, but concluded that existing challenges in the Danish context were having a negative influence on these transition experiences.
In Germany, Niesel and Griebel’s (2005) suggestion that issues related to early educational transitions and resilience warranted further research was based on their belief that “transitions are gate-keepers for institutional settings of education. How well the child passes through the gate has implications for life-long learning” (p. 08). Similarly, Einarsdottir’s (2011) study into Icelandic children’s early education transition experiences was fuelled by her understanding that “positive early educational transition experiences are a critical factor in children’s life-long learning” (p. 743).
In England the Department for Education and Skills produced the document ‘Seamless Transitions – supporting continuity in young children’s learning’ (2006). This guidance document was produced for practitioners working in Foundation Stage and Year 1, in response to the findings of the Foundation Stage Transition Project (2004 – 2005) about how to achieve effective transitions for children moving from Foundation Stage to Year 1. The study was conducted on the premise that when children experience abrupt transitional discontinuity their confidence can be affected, which can have profound and long-lasting effects (National Assessments Agency, 2005). 
In Australia Margetts (2002) identified the transition children make from ECE settings to primary school as being a significant challenge. Moreover, the 1992 Ministerial Review associated positive transition experiences to success in school and thus urged schools to prioritise development of transition programmes. Furthermore, research evidence warning of the need to protect children’s mental health and well-being during this critical transition point contributed to the Australian ‘KidsMatter Transition to school Initiative’, which was introduced to support schools and parents in facilitating a positive transition to school for children. (Hirst, Jervis, Visagie, Sojo and Cavanagh, 2011).
Despite the international recognition of the benefits of experiencing a positive transition there is evidence to suggest that a significant number of children do not. This is recognised by Early, Pianta, Taylor and Cox (2001), who reported from their National Survey of Kindergarten Teachers in America that “on average, transition practices are far from optimal” (p. 203). Moreover, when reviewing children’s experiences of different international transition practices, Brooker (2008) discovered that many children were left feeling dismayed, disappointed or even disheartened upon the transition to school. Therefore, I will now present findings from international research studies to identify what factors are reported to impact, both positively and negatively, on children’s early educational transition experiences. 
[bookmark: _Toc482524368]Part 2: Key factors influencing children’s transition experiences
The Scottish study of Primary 1 teachers’ perceptions of children’s transition experiences revealed that discontinuity between pre-school and primary pedagogy was a cause of anxiety for children (Cassidy, 2005), whereas the Icelandic study (Einarsdottir, 2011) found that children’s relationships with each other were pertinent to achieving a successful transition, and that knowing the new rules was equally important.
When researching children’s perceptions of the transition from Kindergarten to First Grade in a Cypriot context, Loizou (2011) discovered that the reduction in opportunities to play were related to negative transition experiences. Whilst the children were empowered by more challenging learning tasks they still considered some learning activities to be boring or too difficult. It was also reported that these children were empowered by their new identity as “older children”, were excited by the new larger playground, and identified their existing friendships to be a supportive aspect of the transition.
In Australia the study ‘advice from children starting school’ (Perry and Dockett, 2011) revealed that relationships with peers, both existing ones and new ones, was perceived to be an important aspect of a positive transition. Margetts (2002) similarly found that having a familiar friend in the same class had a positive impact on children’s social adjustment during the transition to school. The Australian Starting School Research Project (Dockett and Perry, 2001) revealed that in order to achieve a successful transition to school the children perceived it necessary to know the rules and related consequences. 
The English National Foundation for Educational Research (Nfer) study (Sharp, White, Burge & Eames, 2006), reported findings that children made a more positive adjustment to Year 1 when conditions between the two settings were similar, with the shift from a play-based approach to learning to a more structured approach in Year 1 being identified as a significant challenge. Fisher’s (2009) study revealed that children reported positive feelings about transitioning with friends and negative feelings about the prospect of leaving friends. They also reported feelings of anxiety related to not knowing the new teacher or other children, not yet knowing the rules, being in trouble and the prospect of harder work. 
I will now summarise the most common factors influencing children’s transition experiences across these different international contexts in order to identify key themes for further exploration. 
Relationships emerged to be the most influential factor on children’s transition experiences, particularly friendships, but relationships with teachers were also acknowledged. It was commonly reported, in connection with the impact child-teacher relationships had on transition experiences, that children were anxious about consequences, such as “being told off” by the teacher, so knowing the rules was essential for achieving a successful transition. The significance of discontinuity associated with the move from a play-based approach to learning to a more formal approach was related to perceived changes associated with both work expectations and the degree of challenge. Finally, there was some recognition of the impact physical environment changes had on children’s experiences of the transition.




To explore the above factors in more detail I decided to create the following three themes: 
· Curricula and pedagogical influences on transition experiences.
· Cultural and social influences on transition experiences.
· Physical influences on transition experiences.
The first theme relates to the identified factor of changing pedagogical approaches to teaching and learning during early educational transitions, and the associated work expectations. The second theme links to the identified factor of social relationships, both with peers and teachers, and the connection this has with rules that govern the setting and thus shape the cultural environment. The third theme is connected to the identified changes to the physical environments during early educational transitions.  In this section I explore how different factors associated with each theme impact on children’s transition experiences by reviewing relevant literature and research findings. I then consider recommendations for practice in relation to existing policy frameworks and theoretical perspectives.
When faced with pedagogical, social and environmental changes it is suggested that children are required to re-construct their identity (Osborn et al., 2006), therefore, when exploring physical and social conditions for effective transitions I will make connections to cultural identity. Within the section on curricula and pedagogical influences on transition experiences I will also explore learner identity.
[bookmark: _Toc482524369]Part 3: Curricula and pedagogical influences on transition experiences
Brooker’s (2008) review of transitions research revealed that children around the world are reported to experience transitional difficulties when they are suddenly expected to learn in more structured and abstract ways. This claim is supported by Britto (2012), who identifies differences in educational philosophy and approaches to teaching and learning as an internationally recognised challenging feature of early educational transitions (p. 11).  In order to meet the different pedagogical demands of a new setting it is suggested that children must be ready for school. In this respect transitions and concepts of ‘readiness’ are reported to be closely connected (Arnold, Bartlett, Gowani and Merali, 2007). Britto (2012), who clarifies that “with respect to school readiness, transition is defined as children moving into and adjusting to new learning environments” reinforces this assertion (p. 08). From this perspective readiness is construed as being the responsibility of the child. I will now explore how this construct of readiness relates to curriculum and pedagogical influences on conditions for learning.
[bookmark: _Toc482524370]Ready for the transition; a child’s responsibility 
When making the transition from an ECE setting to primary school children are expected to be ready to learn in more formal ways that are consistent with compulsory schooling. The term ‘school ready’ thus positions readiness as an attribute of the child because it implies that children can be made ready for the transition. To ensure children are ‘school ready’ Arnold et al. (2007) suggest that early childhood pedagogical approaches often become more formalised, as educators attempt to prepare children for the next phase of education. From this perspective teacher responsibility shifts from the responsibility to prepare an environment which meets the needs of children, to a responsibility to ‘prepare’ children for their next phase of education. This has considerable implications for early childhood education, as this stage of education becomes at risk of being perceived as a phase of preparation, which is, in turn, not valued in its own rights (Petriwskyj et al., 2005). The Allen Report (2011) justifies these concerns as it refers to the 0-5 stage of education as “readiness for primary school” (p. 67), therefore, portraying Foundation Stage as a phase of preparation. Moreover, within the statutory framework for the EYFS (2012), it is recommended that preparation for Year 1 can be achieved through pedagogic progression from informal play to formal adult-led learning: “It is expected that the balance will gradually shift towards more activities led by adults, to help children prepare for more formal learning, ready for Year 1” (DfE, 2012, p. 06). This shift to a “more formal structure” was observed by (Howe, 2012, p. 140 - 141), in her research of children’s transitions from Foundation Stage to Key Stage 1.
The formalisation of early childhood programmes to prepare children for school is associated with governments’ economic priorities. As explained by Britto (2012), the school readiness agenda (ensuring children are ready for school), is becoming globally accepted as an effective approach to developing children’s success in school and future lifelong learning potential, which contributes to economic prosperity. From this perspective, it can be argued, “investments in the early years offer outstanding social and financial returns…in building children’s ability to contribute, in future, to society” (Arnold, et al., 2007, p. 08).  Whilst this political agenda recognises the benefits of ECE programmes, it does so by recognising the potential of school readiness on driving up standards. The political priority of preparing children for the academic demands of school is evident in the policy influencing intervention programmes. 
In an attempt to meet the target that “all children start school ready to learn” (National Education Goals panel, 1995, p. 10), enrichment programmes were implemented in American ECE settings to develop children’s academic skills in order to ease their entry to primary school (Howes et al., 2007). England then appeared to follow suit with the Allen report (2011) prioritising a similar need for early intervention from which “children are put on the path to school readiness” (p. 56).  These programmes conform to the ‘environmental’ theoretical perspective of readiness. From this viewpoint it is perceived that children who do not meet the ‘norm’, in terms of pre-determined levels of attainment, require intervention to correct their development (Peters, 2003). Children are, therefore, still responsible for being ready for school, but “if not ready, the skills and knowledge they lack can be identified and then taught” (Dockett and Perry, 2002, p. 71). Whilst it is the responsibility of the government to provide policy frameworks outlining strategies for intervention, and teachers’ responsibility to provide this intervention, it remains the child’s responsibility to meet the demands of intervention: learn the necessary skills in order to be deemed ready.
Despite the push for intervention programmes to prepare children for school, it is argued by Fisher (2009) that children in England were still experiencing difficulties during the transition from Foundation Stage to Year 1 due to pedagogical discontinuities between the two stages of education.  Discontinuities in approaches to learning are acknowledged by Rudduck (1996, as cited in Osborn et al., 2006) to have “implications for learner identity” (p. 417). Whilst some children might perceive this as an opportunity to change status, other children are overwhelmed by the challenge to re-adjust (Osborn, et al., 2006). Brooker (2008) agrees that whilst some children are competent to “assume a new ‘pupil’ identity”,  she warns that for other children “the task of taking on a new identity inspires considerable fear and anxiety” (p. 109). Anxiety caused by transitional discontinuities is suggested to have a long-term negative impact on children’s self-esteem and well-being (Fabian and Dunlop, 2006; Cassidy, 2005). This assertion is supported by Brooker (2008), who discovered from her review of literature that children who struggled to adapt to the rules and culture of a new school environment were found to be at risk of developing longer-term insecurities, which have a negative impact on future learning. Successful adaptation during early educational transitions is therefore connected to future academic success and cognitive development (Fabian and Dunlop, 2006; Margetts 2004). More specifically Cassidy (2005) pinpoints the pedagogical discontinuities between ECE settings and Primary schools as being a cause for anxiety “which can have long-lasting effects” (p. 151). The impact that negative early transition experiences can have on future learning and development, however,  is argued by Ramey and Ramey (2004) to impact beyond primary schooling, and they claim can lead to early school drop-out. In order, therefore, to improve children’s transition experiences and protect their initial well-being and future success, it is important to consider how pedagogical discontinuities can be minimised. I will now explore documented attempts, or suggested strategies, for reducing pedagogical differences during transitions to school (Year 1 in England) alongside the related concepts of readiness. 
[bookmark: _Toc482524371]Readiness; a school’s responsibility
In order to adapt to pedagogical differences children must appropriate the behaviours that are valued in the new setting, thus re-establish their identities as learners. Dockett and Perry (2007a) raise concerns about the appropriateness of this child-ready agenda of transitions, with their Australian study leading them to question whether “the least experienced participants in the transition” (p. 98) should be expected to make the most significant changes. Brown (2010) recommends the need “to consider alternative solutions that go beyond the child being the sole variable of value in the readiness equation” (p. 153), which Graue (1998) argues requires a shift in “focus from judging children to judging practice” (p. 16). From this perspective readiness is construed as the responsibility of the teacher or school setting, which has clear implications for the style of provision that is made available. As explained by Arnold et al. (2007), when a school takes responsibility for transitions they must be ready for children by developing an environment which enables them to learn in a developmentally appropriate and familiar way. There are fewer expectation on the child to re-construct their learner identity, instead the school should aim to identify and build on existing ‘funds of knowledge’. ‘Funds of knowledge’ are more traditionally associated with recognising children’s home-practices and building on them within the school context (Hughes and Pollard, 2006), and are thus more commonly related to the transition between home and school. However, I would argue that in order to create a developmentally appropriate environment in which children can learn in familiar ways it is necessary to identify the ‘funds of knowledge’ acquired in previous educational settings, and the ways in which these can be built upon. Whilst some research studies have explored the benefits of the ‘ready school’ approach to enhancing transition practices, the recommendations for practice appear to conflict with existing policy demands, which will be explored within this section.
In Northern Ireland Walsh, McGuiness, Sproule and Trew (2010) piloted a “play-based, developmentally appropriate curriculum” (Enriched Curriculum) in one hundred schools, in an attempt to ease pedagogical tensions by extending play-based approaches beyond Foundation Stage. They introduced teaching methods, which “included a greater emphasis on play and activity-based learning rather than desk work, in order to stimulate children’s curiosity, creativity, social development and engagement with learning” (Walsh et al., 2010, p. 55). They conducted interviews and surveys with teachers and parents alongside classroom observations and used a specially designed indicator (Quality of Learning Indicator) to assess learning outcomes. It was discovered that the children who experienced the Enriched Curriculum were more eager to learn, and displayed higher levels of development in the areas of “confidence, well-being, motivation, independence and social-interaction”, than children in a control class who had not experienced the Enriched Curriculum (p. 57).  
This strategy of extending current early years practice is supported by Fisher (2011) who argues that practice which is deemed effective in Foundation Stage settings in England should be just as developmentally appropriate in Key Stage 1 classes. Fisher conducted an action research project to investigate and evaluate the impact of a developmentally appropriate curriculum in Year 1. Teachers were asked to use their professional knowledge about how children learn to reflect on their current practice and identify areas of planning and provision that they could change, in order to provide a more developmentally appropriate experience for the children.  Changes made were associated with creating more space within both the outdoor and indoor environments, incorporating play by finding a balance between adult-led, adult-initiated and child-initiated activities, focusing on small group work as opposed to whole class activities, and using observation to inform planning. Following the changes, teachers used their ongoing logs to prepare a written evaluation of outcomes, and “without exception, reported benefits to themselves and their children” (p. 40-41). 
A further study in England (Bryce-Clegg, 2010) assessed children’s levels of well-being and involvement before and after their transition to Year 1. Four schools took part in the project and six children from each Reception class were observed and assessed before the move to Year 1 and then after the move. In the second year changes were made to the Year 1 settings in order to improve continuity, with the project focusing on the principle that the Year 1 environment should match the existing Foundation Stage environment. Once more six children in each Reception class were observed and assessed prior to and then following the transition. The teachers reported an increase in children’s motivation to learn following the adaptation of the Year 1 environment, which they related to the play-based approach to learning that had been adopted, and the assessment data revealed that there had been a positive impact on well-being and involvement. 
Although Bryce-Clegg documented that he had discussed expectations, worries and concerns with parents and children prior to the transition, these perspectives were not reported, so it was difficult to determine how they influenced the decisions associated with the adaptation of the environment. Furthermore, whilst this study observed children’s engagement within the adapted environment the researcher did not elicit the children’s perspectives. As such, the suggested improvements were based on adult interpretations, which may not reflect what was important to the children. 
Further studies, however,  have begun to gain children’s perceptions of the transition to Year 1. In support of the above evidence, Loizou (2011) reported findings from her Cypriot study that “the lack of fun or play is mentioned by the children as an element they do not like about elementary school” (p. 51). Similarly, when researching children’s perceptions of the transition to Key Stage 1 in England, Sharp et al. (2006) discovered that children’s transitions were effectively facilitated when similarities existed between Reception and Year 1. They specified, “Children from a school where the play-based, active learning approach was continued from the Foundation Stage into Year 1 were noticeably more positive” (p. 21). 
It is helpful to consider these two studies simultaneously, as the study by Sharp et al. (2006) was conducted prior to the transition during the summer term, and then immediately after the transition in the autumn term. Loizou’s (2011) study, on the other hand, was conducted three months after the children had made the transition to Year 1. The continuity of play-based approaches, which were perceived to be a positive aspect of the transition immediately after the move, was therefore confirmed by Sharp et al. to remain a positive aspect beyond the initial adjustment in term 1. 
Whilst pedagogical and curricula differences between educational settings appear to have influenced the perception that children must be prepared for these changes, there is evidence to suggest that the research promoting the benefits of ‘ready schools’ was beginning to influence policy. The Department of Education (National Foundation of Educational Research / Nfer), funded study, ‘A study of the transition from Foundation Stage to Key Stage 1’, (Sanders et al., 2005), reported that the largest challenge for children transitioning from Reception to Year 1 was the abrupt change from a play-based curriculum to a more formal one. These findings appear to have influenced subsequent policy documents. Firstly the ‘Continuing the Learning Journey’ (National Assessments Agency, 2005), which encouraged educators to identify key ‘good’ elements of Foundation Stage practice that could continue into Year 1. Secondly the Department for Education and Skills document (2006) ‘Seamless Transitions – supporting continuity in young children’s learning’, in which it was suggested that continuous progression between phases of education could be achieved if the philosophy and practice established in Foundation Stage was extended and built upon in Key Stage 1. 
Whilst these policy documents appear to privilege a ‘school ready for child’ approach to achieving effective transitions, conflicting government priorities appeared to be inhibiting their implementation. This was identified by Fisher (2010), who argues that the recommendations of the ‘Continuing the Learning Journey’ document were conflicted by the demands of the National Literacy and Numeracy Strategies. She explains that whilst Year 1 teachers were being informed of the benefits of implementing play-based approaches into their daily routine, Reception teachers were being expected to introduce formal literacy and numeracy hours in order to prepare children for Year 1. Therefore, whilst the English government was advocating the extension of play-based pedagogies which built on children’s existing ‘funds of knowledge’, in reality the desire to ensure children were ready for school took priority, and alternatively led to the formalisation of early years practice.  
Similarly, in America Wesley and Buysse (2003) reported findings from focus groups conducted with Kindergarten and Pre-Kindergarten teachers that the pressure to meet pre-determined literacy and numeracy targets was perceived to contribute to a filtering down of the academic structure of primary schooling to early educational settings. In New Zealand Peters (2002) studied teachers’ perspectives of transitions and discovered, similarly, that whilst they were keen to implement a developmentally appropriate curriculum they felt pressured to adopt more formal approaches in order to meet academic demands. This finding is supported by Martlew, Stephen and Ellis (2011), Scottish research. They discovered that despite their desire to extend play-based learning approaches into Year 1 teachers generally opted for a formal work-sheet approach to learning, as it was perceived to be difficult to gather evidence of progression through play-based learning scenarios. Therefore, they were constrained by government prescribed assessment requirements. 
To conclude, the pedagogical recommendations explored in this section remain ideological as curriculum-based policy still advocates a play-based approach in ECE settings only. In practice children predominantly transition from play-based approaches to ones that are more formal when, or sometimes before, they move to primary school (Year 1). The implication is that despite ‘school ready’ being the proposed ideal solution for easing pedagogical tensions, in reality children must learn to be ready for the next phase of education by constructing a new learner identity which will enable them to appropriate the behaviours that are valued in the new setting.
Alongside the notion that children can be prepared for school by adapting pedagogical approaches to ECE is the understanding that age can contribute to readiness. I will now explore the connection between age and readiness for school.
[bookmark: _Toc482524372]Part 4: Age and readiness for school
Although findings from educational research have influenced the recommendation that schools should adapt to be ready for children, current policy appears to privilege a delayed entry approach to school. This is evident in the fact that whilst children in England typically begin Reception class in a primary school in the term following their fourth birthday, there is an option for summer-born children to begin up to a year later, as these children are considered too young. Similarly, in Australia the Queensland government state on their ‘education’ website that parents can request delayed entry to school (Prep) if “the child is not ready to cope with the social and emotional demands of schooling, or has delayed development” (Department of Education and Training, 2015). This delayed entry approach is influenced by the maturational theoretical perspective of readiness, which is based on the maturational perspective of child development, developed by Arnold Gesell in the early 20th century. Gesell viewed children’s development to be biological, and argued that they would experience predictable sequences of development regardless of environmental factors (Gesell Institute of Child Development, n.d.).  In relation to educational transitions the maturational perspective is that if children are deemed unready for school it is assumed that they simply need more time to develop (Dockett and Perry, 2002). Whilst it is still believed to be the child’s responsibility to be ready for school there is less pressure, as children are given time to “let their natural potential unfold” (Dockett and Perry, 2002, p. 70). 
Welzer (1993, as cited in Griebel and Niesel, 2000, p. 01) defines transitions as “a phase of intensified and accelerated developmental demands”. This suggests that children should be at a stage of “intensified and accelerated development” when they are deemed appropriately aged to make the transition from an early years curriculum to a primary curriculum. Fisher (2010) argues, however, that this is contested in the relevant child development literature. Children in England transition from Nursery to Reception between the ages of four and five and then transition to a new primary curriculum between the ages of five and six. Therefore, all children have made the shift from early learning experiences to more formal school experiences by the age of six. Fisher (2011), however, reports findings that children do not experience a shift in learning preferences at this age, and still predominantly learn through first-hand exploration of the world around them. Furthermore, she argues that it is at the age of seven that children experience a spate in development and become more responsive to adult directed learning and abstract approaches. 
The literature presented above indicates that the children in my study may be developmentally ready for changes in approaches to learning, as they start Year 1 later than children in England. Fisher (2010) argues, however, that as these children are still not seven then the early educational curriculum would still be the most developmentally appropriate. Moreover, Sukhdeep, Winters and Friedman (2006) suggest that significant variations in the readiness of children will exist; regardless of what age they begin school.  Whilst parents in England have the flexibility to delay their child’s entry to school and give them the time to develop, it must be acknowledged that pedagogical tensions still exist, thus delaying their entry to school does not necessarily ensure a smooth transition. This raises questions as to whether children’s age is crucial to their transitions experiences. I am therefore keen to explore how the children in my setting perceive their transition experiences and compare this with the research conducted in England, in which the children experience the transition to Year 1 at an earlier age. 
Instead of delaying entry to school for children who are deemed ‘unready’ it is argued that a successful transition can still be achieved through positive social interaction. Woodhead and Moss (2007) explain, ‘‘rather than keeping children out of school until they are ready, children need to be in learning environments where adults and peers will nurture their learning and development’’ (p. 14).  This view supports the socio-cultural theoretical perspective of readiness. This view draws on Vygotskian (1986) child development theory, in that learning and development occur through social interaction. From this socio-cultural perspective of readiness educators would not wait for children to develop in all areas but would identify the areas in which maturation had not yet been achieved and then, through adult and peer stimulation, the child could be appropriately challenged within their zone of proximal development (Peters, 2003). Peters (2003) thus supports the notion of ‘ready schools’: children are not responsible for meeting prescribed norms, nor are educators responsible for intervening in an attempt to meet these norms on time. Alternatively, “teachers will work within each child’s zone of proximal development”, on their arrival to school accepting and supporting differences in ability and development (p. 17).
This view that learning and development can be nurtured through interaction with adults and peers leads me on to the next section of this literature review in which I will explore the cultural and social influences on children’s transition experiences. 
[bookmark: _Toc482524373]Part 5: Cultural and social influences on transition experiences
Whilst this review has revealed tensions between recommended practice and policy associated with pedagogical discontinuities, there is research to suggest that other issues are of more relevance to the children. Fisher (2009) conducted research aimed at discovering how parents, teachers and children felt prior to the transition to Year 1, and found that; “whilst teachers talked of the curriculum and learning opportunities, the children were far more pre-occupied with friends, the playground and toilets” (p. 143). In response to this research evidence I will now explore how identified social discontinuities are reported to impact upon children’s experiences of transitions, and will then move on to explore the physical discontinuities. 
When reporting her findings from an intensive review of literature and empirical research to the Ministry of Education in New Zealand, Peters (2010) highlighted that children’s relationships with their peers and their teacher was crucial to achieving a successful transition to school. While some literature identifies the benefits of making transitions with familiar peers, contesting literature associates positive transition experiences with a child’s existing social skills and ability to build new relationships.  
From his review of theoretical literature and empirical research evidence Yeboah (2002) concluded that transitions to school were enhanced when children made the transition with familiar peers. In support of this claim possible separation from friends was found by Fisher (2009) to be a cause of anxiety for impending transitions. Although Loizou’s (2011) study revealed that children perceived their friends to be “an indirect support system” at school, with whom they felt empowered to encounter new experiences, she also discovered that they were excited about the prospect of making new friends (p. 48-49).  This suggests that children do not need to be accompanied by familiar friends in order to experience a positive transition, instead, a successful transition, as argued by O’Kane (2007), is related to their ability to build relationships.
There is supporting evidence that the children who have developed the necessary social skills to develop friendships will have a more positive transition experience (Walsh, Taylor, Sproule and McGuiness 2008; Dockett and Perry, 2001). Further exploration of Fisher’s (2009) study, however, reveals an important fact, children were excited by the prospect that “new friendships come to be added to the old ones” (p. 49). In other words, whilst the ability to build new relationships can have a positive impact on transition experiences, the benefits of the established friendships should not be overlooked. As Margetts (2002) reports, it is the presence of a familiar friend which has a significant impact on children’s ability to adjust to transitional changes. In agreement with Walsh et al. (2008), I would therefore conclude that the literature acknowledges how “the importance of both friends and friendship-making skills can facilitate a positive transition to formal schooling” (p. 21). 
Fisher (2009) found that prior to the transition to Year 1 some children expressed feelings of anxiety about not knowing the Year 1 teacher. These concerns are relevant because it is documented that failure to build good relationships with the new teacher can have negative consequences (Peters, 2010). In support of this claim empirical research conducted by Birch and Ladd (1997) revealed that children’s adjustment to school was enhanced when good teacher-child relationships were fostered, as children were confident with seeking teacher support, thus enabling them to engage effectively in learning.
Whilst good teacher-child relationships are connected to positive transition experiences, these relationships are acknowledged to differ between Foundation Stage classes and Primary classes, as “the different background, training and ethos of pre-school and primary teachers afford very different relationships with their pupils” (Brooker, 2008, p. 135). The “differing ideologies of the pre-school and primary school educators”, is identified by Yeboah (2002) to contribute to transitional discontinuity (p. 61).  Although Cassidy (2005) links these ideologies to differences in pedagogical approaches, I believe they would also have a direct impact on child-teacher relationships, because, as recognised by Margetts (2000) children are responsible for recognising differing attitudes of teachers and adapting to meet their individual expectations. Thus the adaptation required on the part of the child is acknowledged to vary from classroom to classroom (Margetts, 2004), which I would argue is because individual teacher beliefs and ideologies that form the classroom ethos vary considerably. Upon the transition “children may suddenly find that established ways of responding are no longer appropriate” (Lam and Pollard, 2006, p. 126), therefore, in order to form positive relationships with their new teacher children are expected to construct a new cultural identity. 
The transition from home to school is understood to be a process that requires a “shift from the identity of ‘child’ at home to ‘pupil’ in kindergarten” (Lam and Pollard, 2006, p. 125). The transition from Foundation Stage to Year 1, however,  requires another shift as children construct a new identity in response to cultural changes. In order to minimise the possible threat to children’s established identities Hughes and Pollard (2006) argue that schools must recognise children’s existing ‘funds of knowledge’, by liaising with parents to discover more about children’s out of school experiences and how these might compare or contrast to school experiences. This suggests that child-teacher relationships during the initial transition to school can be enhanced by parental involvement (collaboration between home and school). However, all transitions are reported to be influenced by differences and connections between the contexts of home, school and community (Lam and Pollard, 2006). Therefore, it is argued by Osborn et al. (2006) that parents’ knowledge and the emotional support they provide to children could be crucial to improving any transition experiences which challenge children’s existing identities, and not just the initial transition from home to school. In fact, from the ecological perspective of transitions parental involvement is crucial during the transition between early educational settings. This perspective is based on Urie Brofenbrenner’s (1979) child development theory, that children’s development is affected by the way in which they interact with complex, interacting environmental layers (Paquette and Ryan, 2001). When children transition from an early childhood setting to school the ecological belief is that, a new mesosystem is formed. The significance of the transition from a two world mesosystem (home to early education setting), to a three world one (home, early childhood setting, school), is related to the demand of adapting to meet the expectations of three different microsystems (Paquette and Ryan, 2001). It is necessary to demonstrate understanding of the differences related to roles, rules and relationships that shape the culture of each (Carr, 1998c, as cited in Peters, 2003).  From the ecological perspective, it is essential that the responsibility of readiness is shared equally between all concerned; parents, children, teachers and the whole school community. In order to achieve this Brown (2010) insists that it is essential to gain more understanding of how “the child, the family, the teacher, the early education program, the community” can contribute to the transition experience (p. 153). 
I will now explore the identified physical changes which have been documented to influence children’s experiences of early educational transitions.
[bookmark: _Toc482524374]Part 6: Physical influences on transition experiences
Exploration of the literature revealed that the most frequently reported physical change was related to the outdoor area / playground. Ghaye and Pascal (1988) found that some children associated playground changes with negative transitional experiences, with Smith (2002) similarly reporting concerns that “for some children starting school the playground was a daunting, frightening place” (p. 129).
In their study of early educational transitions Bulkeley and Fabian (2006) used questionnaires and interviews to gain parents and teachers’ perspectives on current transition practices, and observations of children were conducted to cross-check perceptions. The findings indicated that parents perceived playtimes to be a difficult aspect of the transition for their children, relating this to the lack of adult support, limited available resources and insufficient structure, which they were concerned had a negative impact on well-being. There was, however, limited evidence presented in this study to confirm that teachers shared this perception, or that the observations validated their concerns. In contrast to these findings, Loizou (2011), discovered, through children’s drawings and conversational interviews, that the new playground was considered an empowering aspect of the transition. Far from being daunted by the size of the new playground, it was reported that children were impressed by the bigger size of it, and whilst they did miss some activities available in the Foundation Stage playground they enjoyed the opportunity to play new ball games on the available courts. 
The fact that in some studies, parents concerns about transitions are not shared by the children, is an interesting finding that raises questions in connection to the ‘childhood in crisis’ discourse. This discourse raises strong concerns about modern childhood, making the claim that rapid technological and cultural changes lead to increased pressure and anxiety for children within modern society (Kehily, 2010). However, Hill, Davies and Hinsliff (2009) contest the notion that modern childhood is in crisis, instead arguing that it is parents who feared negative effects could occur from societal changes. Their publication cites claims that children are not frightened by changes in society but that they may experience anxiety due to parental panic. 
I will return to this concept when discussing the findings of this study to determine how adults’ and children’s views compare and to explore how parental anxiety might influence children’s perceptions of educational transitions.  
Although this section is focusing on physical aspects of the transition, it is important to acknowledge the related pedagogical issues. Within ECE settings learning usually occurs as an uninterrupted flow of exploratory experiences both inside and out, whereas in primary settings children stop indoor activities at specified times to go and play outside for a prescribed period. It is therefore acknowledged that there is substantial decline in children’s participation in outdoor learning experiences after this transition (Waite, 2009; Dillon, et al., 2006). This impacts on the pedagogical differences between settings, and, as argued by Fabian (2005), “the transition from learning outside to having set playtimes outside can create discontinuity in learning” (p. 04). 
Once more this highlights tensions between recommendations for practice and current policy agendas and curriculums. Whilst recent educational research has recommended the continuation of ECE practice into primary school (Year 1 in England), in reality the ECE experience of learning outside is commonly replaced with predominant learning indoors following this transition. This reduction in outdoor learning Nundy, Dillon and Dowd (2009) suggest is due to the lack of support for teachers in the form of policy guidance documents of how to incorporate such experiences. Waite (2009) adds that whilst teachers might value the potential of outdoor learning beyond ECE settings they commonly report limited opportunities to provide such experiences due to curriculum constraints.  
Although I do not intend to research children’s experiences of transitions between outdoor physical environments in isolation I believe any information I gain in relation to this will inform the relatively sparse literature on this topic. The elicitation of children’s own perspectives will provide a valuable contribution to existing knowledge in this area.  
[bookmark: _Toc482524375]Part 7: Conclusion and opportunities for further investigation 
This review has identified that children are commonly expected to construct new identities in order to meet the expectations of a combination of changes. Whilst it is reported that for some children the “task of taking on a new identity inspires considerable fear and anxiety” (Brooker, 2008, p. 109), the positive opportunities associated with early educational transitions are somewhat less documented. In her study of the transition from Reception to Year 1 Howe (2012) discovered that the children were genuinely excited about the prospect of engaging more independently in ‘work’ activities as they perceived this to enhance learning and contributed to a sense of maturity. Similarly Loizou (2011) found in her study of the transition to first grade, that the challenge of following new rules alongside the excitement of being in a bigger playground and the expectation to complete harder work led to an empowering change in status as the children perceived themselves to be older. These studies support the claim by Osborn et al. (2006) that some children perceive the requirement to change status as a positive opportunity. 
The positive opportunities of transitions are recognised by Ecclestone (2007), who suggests that during transitions children have the chance to take creative risks as they problem solve in order to adapt to changes and meet new challenges. In agreement Sanders et al. (2005) recognise that whilst discontinuity can be challenging for children, it simultaneously provides opportunities for development. Furthermore, the problem solving associated with adaptation of behaviour is suggested by Fthenakis (1998, as cited in Sanders et al., 2005), to be a component of resilience, thus when rising to transitional challenges children develop resilience. When children perceive transitional changes to be a positive challenge, it is suggested that they have developed resilient attitudes and behaviour and are more likely to experience smooth transitions because they are able to adapt and ‘cope’ with change (Niesel and Griebel 2005, p. 08). From this perspective the focus shifts from attempting to minimise change which may induce anxiety (school ready approach) to developing ways to “strengthen children’s capability to cope with discontinuities” (environmental approach) (Fthenakis, 1998, as cited in Sanders et al., 2005, p. 13). The latter may be perceived as an effective way of promoting the positive value of adapting to change, which avoids the risk of creating a culture of panic around the topic of transitions. Instead of building on children’s ‘funds of knowledge’ in order to create continuity, educators can use this same knowledge about children’s interests and capabilities to support them in identifying how they can successfully negotiate changes. However, Brooker (2008) warns that the children who display resilient behaviour in adapting to transitional changes have not necessarily experienced a positive transition experience, instead they have simply managed to cope. As Lazarus (1993) explains, coping strategies are typically employed as an attempt to “alter our circumstance, or how they are interpreted, to make them appear more favourable” (p. 08). This, he argues, enables people to minimise stress and secure a sense of belonging. Therefore, whilst children who develop resilience might cope better with future life-course transitions it is still important to recognise the stressful impact significant discontinuities can have, and to determine whether abrupt changes should be necessary for children to secure a sense of belonging.  

Within my study I aim to gain detailed description from children themselves about their transition experiences in order to identify what is significant to them. If they recognise specific changes I can determine whether they perceive this to be an exciting challenge or whether they are anxious about these changes. I will also aim to assess whether the children demonstrated resilience, and if so, whether this ensured a positive transition experience. 
Although it was important to identify the positive outcomes associated with children’s early transition experiences I must acknowledge that this review has identified the transition children make from Reception or other ECE settings to Year 1 to be often challenging for some children. Moreover, discontinuities in curriculum content and pedagogical approaches are linked to wider political concerns related to disengagement during all stages of transition; ECE to Primary, Primary to Secondary and Secondary to Tertiary, which has significant implications for commitment to learning throughout the life-course (Osborn et al., 2006). Positive early educational transition experiences are therefore essential in igniting, maintaining and developing enthusiasm for learning which is crucial to achieving a commitment to life-long learning (Lam and Pollard, 2006). It is, therefore, essential that further research be conducted in the area of improving early educational transitions in order to build on existing knowledge and inform future policy across all stages of education. I will now explore how my research study will contribute to existing knowledge.
The argument that continuity of play-based experiences would be beneficial for children was somewhat influenced by the view that children in Year 1 have the same or similar developmental needs as children in Reception. The children in my setting make the transition to Year 1 later than children in England, so my study will provide unique information on whether continuity of play-based approaches to learning is still perceived to be beneficial for older children. 
Throughout this review I identified pedagogical, relational and physical discontinuities to be commonly associated with transitional difficulties. My study is again unique in that the children experience a change in curriculum alongside a move to a new school building (move to primary school). Therefore, my findings will make a significant contribution to knowledge, as it will be possible for me to compare and contrast the relational, physical or pedagogical changes, and the ways in which these influence children’s transition experiences in this context.
The literature reviewed suggests that at present there is a strong focus on preparing children for transitions to school as opposed to adapting school routines and curriculum demands to meet the needs of the children. Once again, the findings from my study will enable me to further validate or contest this view by eliciting children’s views on whether they perceive it necessary to make significant adaptations in order to meet Year 1 demands. Moreover, if this claim is validated it will be possible to determine how the children feel about this concept. 
The ecological perspective of transitions has influenced my research design, as I have decided to gain the views of all the stakeholders in this transition from Maternelle to Year 1. I believe this is crucial since before I can begin to understand how different people can contribute to the transition experience, I must gain each individual’s perspective on this transition. However, this review has confirmed that, yet, children’s voices are not prominent in research on transitions. Therefore, in order to inform future policy I believe it is essential that recommendations are made which reflect what is significant to the children themselves. This can only be achieved if children are given the opportunity to express their views. Moreover, their views will be expressed more accurately if they are provided the opportunity to share their experiences through a preferable mode of communication. The next section therefore describes how these aspirations were achieved in the context of a small-scale study, focusing on educational transitions through children’s perceptions of their own experiences. 



[bookmark: _Toc482524376]Chapter 2: Methodology
Within this chapter I aim to justify my decision to gain children’s perspectives, and discuss the research paradigm in connection to the research questions and my own positionality. I will also explain my methodological choices and associated ethical considerations, and will present information about the research site. I will then reflect on the advantages and limitations of my chosen methods and conclude with a detailed explanation of the data analysis. 
[bookmark: _Toc482524377]Introduction
As identified in the previous section I aimed to conduct research that would allow me to access children’s perspectives in relation to their transition experiences. When I use the term ‘children’s perspectives’ I am referring to how the children themselves experience events and describe these experiences (Brostrom, 2012). The importance of listening to children is now associated with the term ‘voice of the child’, which I will now discuss in relation to educational research.
[bookmark: _Toc482524378]Part 1: Voice of the child
The term ‘voice of the child’ gained prominence in educational fields since its relevance to article 12 of the (1989) United Nations Convention on the Rights of the Child, which stated that, “Every child and young person has the right to express his or her views freely about everything that affects him or her. The child’s or young person’s views must be given ‘due weight’ depending on his or her age and maturity”.  Although Smale (2000) recognises that initial efforts have been made within early education programmes for children’s voices to be heard, Birbeck and Drummond (2007) argue that yet, children’s voices are not prominent in educational research studies, especially the voices of children under 8 years of age (Lundy, McEvoy and Byrne, 2011).  This is arguably connected to the fact that children are often characterised as being immature, incompetent, irrational and dependent, and therefore rendered incapable of ‘voicing’ their opinions (Lansdown, 2011; Lundy et al., 2011; McLeod, 2008).  I would argue that young children are not in a stage of ‘immaturity’ but are, as Vasquez de Velasco (2000) explains, “growing human 
s” who are currently experiencing a different stage of life than the adults around them (p. 31). When we accept this standpoint we see that research with children is not only possible but also ethically desirable. It is, however, still common practice for adults working in education to identify children’s problems through their own perspective, consequently it is through this ‘adult vision’ that children’s needs are interpreted and future policies enhanced (Medina, 2001; Vasquez de Velasco, 2000). This, Vasquez de Velasco (2000) argues, results in children becoming “simple actors in a life that we adults have determined for them” (p. 34). By gaining children’s perspectives I have gained first-hand information that, according to Vasquez de Velasco (2000), will have power to inform policy and practice, leading to an education that is better suited to children’s current needs and interests. It must however be noted that children are less experienced than adults, so it is the responsibility of the adult researcher to ensure that research methods are age-appropriate. This will be taken into account when discussing my choice of methods. 
Having justified my decision for creating a research project that was aimed at accessing children’s voices, I will now discuss my choice of research paradigm in connection to the research questions and relation to my own positionality. 
[bookmark: _Toc482524379]Part 2: Research paradigm and positionality
The purpose of this study was to understand children’s perceptions of their experiences of the transition from Maternelle to Year 1. In order to achieve this objective I created the following research questions:




 Overarching research question: How do children describe their experience of the transition from Maternelle to Year 1?
Research questions
1. What are children’s perceptions of Maternelle and Year 1, and what aspects of each stage are reported to be most or least enjoyable?
2. What are parents and teachers’ perceptions of the children’s Maternelle and Year 1 experiences?
3. What changes do children associate with the transition from Maternelle to Year 1, and what do they think and feel about these changes?
4. What changes do parents / teachers associate with the transition from Maternelle to Year 1, and in what ways do they think these changes impact upon the children’s experience of the transition?
These research questions were broad while still being focused enough to allow me to gain a depth of understanding into the relevant issues. The importance of gaining a depth of understanding affected the research design and influenced methodological decisions, which will now be explained.
I opted for an interpretivist paradigm using qualitative methods. The interpretivist approach is described by Wellington (2000) as being suitable for researchers who wish to explore people’s perspectives in order to gain a deep insight into their experiences. The research questions reflected my underlying ontological and epistemological beliefs that the social world is socially constructed. Therefore, as recommended by Sikes (2004) I decided to gather subjective perceptions in order to understand how the participants experienced the transition.  Furthermore, my understanding that I could interact with my participants in order to gain their perceptions, illustrates my epistemological belief to be that knowledge is “experiential, personal and subjective”, and that it was therefore necessary to ask questions of the people involved in the phenomena being researched (Sikes, 2004, p. 21). 
It is argued by Carr (2000) that educational researchers’ “values and beliefs’ permeate their work” (p. 440), which Greenbank (2002) believes is particularly prevalent in interpretivist research. I accept that my own personal views have influenced this study and agree with the growing consensus “that there is no such thing as value-free, objective or neutral research” (Kelly, 1989, p. 101-102). It is therefore crucial to reflect on how my values and beliefs may have resulted in researcher bias, as this bias “disturbs and affects what is being researched in the natural world” (Wellington, 2000, p. 41). To strengthen the credibility of my findings I will now provide an honest account of my existing assumptions and possible bias. Before doing so, however, it is important to clarify the criterion used to assess the effectiveness of my chosen methodology and methods. 
It is recognised by Cohen, Manion and Morrison (2007) that qualitative research is difficult to replicate due to the uniqueness of these studies, and I have argued that interpretivist research should not aim to be objective and value free. However, Kelly (1989) advises that this does not mean the traditional criteria of reliability and validity should be ignored. Scaife (2004), on the other hand, begins to question the usefulness of using ‘reliability’ as a criterion to judging the effectiveness of qualitative research, with Silverman (2011) perceiving ‘credibility’ to be a more effective criterion. He suggests that “social science is credible to the extent that it uses appropriate methods and is rigorous, critical and objective in its handling of data” (p. 394).  Similarly, after arguing that qualitative researchers should not pursue reliability, Cohen et al. (2007) go on to suggests that it is more appropriate to strive for dependability, which they explain can be achieved through good practice such as triangulation of methods and respondent validation. After further reading and careful reflection I have decided, in agreement with Lincoln and Guba (1985, as cited in Cohen et al., 2007), that the alternative terms of credibility and dependability are more suited to my interpretivist, qualitative study. Therefore, when reporting on methodological processes throughout this chapter the terms credibility and dependability will now be used in place of validity and reliability. 
My experiences, informal conversations with children, parents and teachers, combined with ongoing observations in the role of Maternelle teacher, influenced my assumption that there was a possible issue with transitions within my setting. I was concerned that the children in this environment underwent a substantial transition of combined changes, which my review of literature then revealed could have a negative impact on their emotional well-being and future learning. I therefore entered the research process with pre-assumptions informed by experiences and prior knowledge, so I was aware of carrying bias. Further exploration, however, revealed that initial bias is not necessarily something researchers should try to avoid. In fact, Wolcott (2005) argues that bias is what motivates researchers to conduct and commit to meaningful and purposeful studies. This commitment was evident to my participants through my positive attitude, alongside with my portrayal of the importance of this study and subsequently affected my participants, in that they too became committed to, and enthusiastic about the study. 
Although Wolcott (2005) acknowledges the advantages of researcher bias, he also urges researchers to consider the negative impact this bias might have on the study. Therefore, whilst I have identified how my initial bias strengthened my motivation to conduct this study, I must also explore how this bias had the potential to distort my data and thus limit the credibility of my findings. 
Not only was I concerned that the children in my setting had undergone a substantial transition, but I had begun to identify and specify possible problems that they faced. For example, having to access a larger, possibly daunting playground, being in a different building away from Maternelle, having three or four different teachers and having less opportunity to play. In relation to researcher bias I was in danger of implementing research with the intention of proving my assumptions. Recognising this initial bias, however, enabled me to make well-informed methodological decisions. The most relevant of which being the decision  to research the children’s perspectives, as it transformed and shaped the whole research project. I was conscious that I was not aiming to determine if the children agreed with my assumptions, but that I was aiming to discover their own perceptions. I could not simply dispel the beliefs I had developed about possible issues with the transition, but as Carr (2000) argues, these beliefs can be somewhat “neutralised” through good research practice (p. 441), therefore, rigorous attention to research methods and ethics was crucial. A thorough explanation of research methods and ethical considerations will be provided within this chapter. 
Although I developed methods that were aimed at eliciting children’s perspectives as opposed to confirming my assumptions, it was equally important that my interpretation of data be not distorted by my beliefs. Therefore, when discussing my findings I acknowledged how these confirmed or challenged my initial assumptions. By making underlying values explicit in this way Etherington (2004) suggests that the reader is able to make informed judgements of the findings which ultimately enhances the trustworthiness of data. Moreover, Silverman (2011) claims that falsifying initial assumptions when analysing data is key to making qualitative research credible.  
[bookmark: _Toc482524380]Part 3: Research approach
In my capacity as an interpretive researcher I was keen to discover how a group of individuals interpreted their experiences in their everyday settings. I thus opted for a case study approach in order to gain descriptive and detailed accounts of participants’ feelings towards real-life experiences (Cohen et al., 2007). I will now justify why I decided a case study was the most effective approach for achieving my project aims and for finding answers to my research questions.  
There is general agreement that researchers who opt for a case study approach are focusing on one instance, commonly known as the ‘case’ (Denscombe, 2010; Cohen et al., 2007; Scaife, 2004). Within this research project the ‘instance’ was the transition this specific group of children made from Maternelle to Year 1. Through a case study approach I was able to gain in-depth detail of the children’s experiences in order to “unravel the complexities of a given situation” (Denscombe, 2010, p. 53). 
Denscombe (2010) explains that when implementing case studies researchers are encouraged to combine a variety of different research methods that are considered appropriate to the specific needs of the project. The specific aims of my project were related to accessing children’s voices. Therefore, the case study approach enabled me to use a combination of innovative and developmentally appropriate activities. This ‘triangulation’ of methods, as Opie (2004) argues, increases the credibility of data as “statements can be made about the subjects that are separately warranted” (p. 72). 
It is important to explore the disadvantages associated with the case study approach in the context of this study. The suggested advantages and disadvantages are, however, interlinked, in that they are both associated with the focus on one instance.  Denscombe (2010) suggests that the advantage of focusing on one instance is that the researcher is able to derive an in-depth account of people’s experiences during certain events. I found that by asking children to reflect about one given instance (transition from Maternelle to Year 1), it was possible to gain a detailed and descriptive account of this experience and their feelings in relation to all aspects of it.  It is, however, argued that this in-depth focus on one-instance results in research findings that are explicit to one case, rarely leading to generalisations that may inform other educational institutes (Bell, 2010; Wellington, 2000). This is reported by Cohen et al. (2007) to have a direct impact on the credibility of research findings, as external validity is associated with the potential for findings to be more widely generalised. The purpose of my study, however, was not to produce widely generalisable findings but to gain an in-depth insight into one case, and I would agree with Cohen et al. (2007) that the findings from an in-depth study of one case can produce comparable and transferable (rather than generalisable) findings. Thus, I have deemed it more appropriate to use the criterion ‘transferability’, in that I believe the results of this study can be transferred to similar settings, rather than widely  generalised. I would argue that the data from my study would be of value to teachers who can identify similarities between settings. This assertion is supported by Bassey (1981, as cited in Bell, 2010), who argues that case study findings can be effective in informing other teachers working in similar settings whom are seeking to improve the same area of practice. In order, therefore, to achieve the full potential of the case study approach I endeavoured to report relevant details and highlight significant features, which demonstrated how this case could compare and contrast to other similar cases. Denscombe (2010) suggests that this is vital for enabling the reader to make informed decisions about how the findings are relevant to their own circumstances. 
To conclude, it is argued that the case study approach is effective for researching how or why, not just what (Yin, 2014). This is relevant for my case study because I wanted to find out how children described their experiences and how they felt about these experiences. This enriched understanding then enabled me to consider the findings of larger studies. Therefore, as argued by Brooker (2008), both large and small-scale studies are important, because “without small-scale studies we could not hope to hear the voices of children; without large-scale studies we would not have a context for these individual voices” (p. 13-14). 
The following table (2.0) illustrates the structure of the study and provides a context for the following discussion of research methods.
Table 2.0
	Research paradigm
	Interpretivist 

	Research approach
	Qualitative case study

	Research methods
with children
	· Semi-structured interviews (with puppets).
· Drawings
· Small world play
· Photographs
· Photograph interviews
· Photograph and feelings interviews
· Guided tours
More detail about these activities will be provided later

	Research methods with adults
	· Semi-structured interviews

	Timeframe
	The research activities began upon commencement of term 4 and continued throughout this term, during February and March.



I opted for a single point of data collection because my aim was not to track the transition process, rather to elicit participants’ perspectives of a transition they had recently experienced. Some researchers studying children’s transition experiences have collected data at two stages, in the final term of the Foundation Stage setting, and then in the first term of the Year 1 setting. This is useful to determine if expectations or concerns preceding the transition, correlate with reported experiences following the transition. My aim, however, was for the participants to compare environments and identify and describe transitional changes, which was only possible once the transition had taken place. My use of different methods ensured that the children were provided with a range of opportunities to describe their experiences and express their views and opinions. Therefore, I felt that multiple visits over the course of the year were not necessary. I also had to be realistic in terms of manageable data. If I had have reused the same combination of methods on more than one occasion I believe this would have resulted in an unmanageable amount of data for me to analyse as a single researcher. However, the decision to use a single point of data collection meant that the timing of the data collection was crucial. After careful consideration I decided to collect data in term 4 during February and March because I wanted to gain an understanding of children’s transition experiences, including the changes they identified and how they adapted to these changes. If children described aspects of the transition that were difficult or challenging after three terms in Year 1 then this would demonstrate how significant this change was for them.  Also in term 2 of Year 1 the children began learning a second language with a different teacher which was not experienced in Maternelle. I was, therefore, keen to ensure they had time to experience this change before I collected the data. At the same time I was concerned that if I waited until the end of Year 1 to conduct the research the children may have difficulty recalling Maternelle experiences, making it more difficult for them to compare and contrast experiences.
[bookmark: _Toc482524381]Part 4: Contextual information
[bookmark: _Toc482524382]Research setting
The research was conducted in a European school in Brussels. There are currently fourteen European schools situated across seven countries; Belgium, Netherlands, Germany, Italy, United Kingdom, Spain and Luxembourg. The schools are governed by the Member States of the European Union with the aim to provide multilingual and multicultural education for children of the employees of the European Institutions. Children of non-European Institution workers would only be accepted to the school if extra places were available. If successful, students leave the European schools with the European Baccalaureate qualification. The Foundation Stage (Maternelle) classes have their own play-based holistic approach curriculum, in which areas of development are not separated. There is a different curriculum for Primary with the following subjects being taught; Mother Tongue (literacy), Mathematics, Language 2, Music, Art, Physical Education, Discovery of the World, European Hours and Religion / Ethics. In Secondary the children begin learning another language (Language 3), and in Year 3 of Secondary the students study History, Geography and Religion / Ethics in their second language (Language 2). 
The European school in which this research was conducted was a large school, which consisted of seven different European language sections. Each language section had a Maternelle section (Foundation Stage), a Primary section and a Secondary section. A large number of students were bilingual and, due to the purpose of these schools and enrolment policies, the majority of parents worked for European Institutes in Brussels. A high proportion of students travelled by car or by school bus as they did not live in close proximity to the school. The students came from a wide range of cultural backgrounds with a high proportion of them being bilingual. However, the Socio-Economic Status of the students’ families were distinctly similar, as at least one, and often both parents, worked for the European Institutions, and were generally educated to a high standard. 
The Anglophone (English speaking) Year 1 class was the specific class from which participants were selected, but the activities took place in both the Maternelle classroom and the Year 1 classroom. 
[bookmark: _Toc482524383] Participants
I was not aiming to create a representative sample as my intention was to gain understanding rather than seek generalisations, but I wanted to select a sample that would reflect the gender, ages and demographics of the classroom. I therefore selected one female participant and one male participant from the following three categories: Younger children in the class, with birthdays in either November or December, older children in the class, with birthdays in either January, February or March, and the middle age range, with birthdays in July or August. The older children category was extended to three months due to the fact that there was only two children with birthdays in January and no children with birthdays in February. The only other criteria was that the children had to have transitioned from Maternelle at this school to Year 1, and could not have joined Year 1 from another school, as I was researching the transition experiences within this setting. The participants were then selected at random from those who met the criteria. Although it could be argued that I could have enhanced my data by selecting a larger sample size I had to ensure the sample selected would be manageable. As I was conducting a range of research activities I wanted to focus on in-depth portrayal of a small sample of children in the class. 
Once I had identified prospective participants I sought consent from parents to determine if they were happy for both themselves and their children to participate. The parents were, however, made aware that I would also be seeking consent from the children themselves. Although I have explained how I selected my sample it is important to consider that my objective was to gain understanding of children’s experiences, therefore, any child within this class could have been eligible and would have provided me with valuable data, as every child has their own unique story to tell. 
Table 2.1 below shows details of child participants.








Table 2.1: Child participants
	Child’s name:
	Age on commencement of study
	Gender
	Monolingual / bilingual

	Bobby
	6 years 6 Months
	Male
	Bilingual (including English)

	Leanne
	6 Years 11 Months
	Female
	Bilingual (including English)

	Katie
	6 Years 3 Months
	Female
	Bilingual (including English)

	Isabelle
	6 Years 6 Months
	Female
	Bilingual (including English)

	Sean
	6 years 2 Months
	Male
	Monolingual (English)

	Jack
	6 Years 11 Months
	Male
	Bilingual (including English)



The school staff who participated in this study were selected due to their role within the setting. Each Maternelle class within this school had one teacher and dependent on class size, either one part-time or full-time teaching assistant. In contrast the Year 1 classes had only one teacher and no teaching assistant. The teachers were employed as either a Primary teacher or Maternelle teacher and it was rare for teachers to move between these stages. Within the Anglophone section of this school there were two Maternelle classes with two teachers, one full time teaching assistant and one part time teaching assistant. There was only one Year 1 class with one teacher. For this research I interviewed the Year 1 teacher, both Maternelle teaching assistants and one Maternelle teacher. As I was the other Maternelle teacher it was only possible to interview one. 
[bookmark: _Toc482524384]Part 5: Ethical considerations
It is important to discuss any ethical issues that were encountered and justify decisions that were made, specifically how consent was gained and how the well-being of participants was protected.  
[bookmark: _Toc482524385]Consent
Before commencing any research which involves participants it is necessary to gain their consent to participate.  This is considered a relatively simple procedure when conducting research with adults as the selected participants can be issued with the necessary relevant information about a project that will enable them to make an informed decision about their participation (Harcourt, 2011).  Accordingly, I provided my adult participants with the necessary details about the project by sending an information letter along with the consent form (see Appendix A1 and A2). The adults in my study were also informed that they had the right to withdraw at any time without explanation.  For whatever reason the situation or attitudes of participants may change throughout the project and their participation may unforeseeably lead to anxiety or stress. Thus it is essential for all participants to be made fully aware of their right to withdraw. Finally, before conducting any research I applied for ethical approval from The University of Sheffield School of Education (see Appendix B). 
Whilst seeking consent from parents for their participation in the project I also asked them to consent to their children taking part. As the legal carers of these children they, by law, have to give their consent before the children can participate in the research (BERA, 2011).  The overall aim of this research project was to give children a ‘voice’ in matters that concern and affect them; therefore, it was essential that they too were given the right to voice their opinions by deciding whether to participate in the project.  There appears to be a growing consensus that children are not only competent to be active participants in research but are also competent and capable to give or deny their own consent (Harcourt, 2011; Fargas-Malet, McSherry, Larkin and Robinson, 2010; Dockett and Perry, 2007b). Before seeking children’s consent I met with them to explain what the project was about and what I was trying to find out.  I then showed them the audio recorder that would be used in the project and explained what it would be used for, introduced them to the puppets (Tom and Polly), and explained some of the planned activities. I then decided to seek verbal, as opposed to written consent, from the children, due to advice from a reviewer of my ethics application, who suggested that gaining written consent is an adult concept that may be difficult for young children to understand. 
Although it is important to inform all participants about their right to withdraw, Hill (2005) argues that child participants need constant reminders of this right throughout the project. In response to this suggestion I reminded the child participants of my research aims at the beginning of each activity, explained the task that would be carried out, and asked them whether they were still happy to take part.  It was important for the participants to know that they could choose to miss one research activity, but that they could still then be included in the next one. As suggested by Flewitt (2005), it is good practice for researchers to acknowledge all consent to be temporary, as willingness to participate can vary depending on changing expectations.  Building on this theory Fargas-Malet et al. (2010) urge researchers to remain attentive to their participants’ reactions and responses to the research expectations, in order to recognise signs of anxiety or disengagement.  Within this project I had to be particularly attentive to the needs of Bobby after recognising signs of disengagement during the Playmobil activity. Bobby confirmed that whilst he did not particularly want to play with / interact with this set, he did want to observe and offer explanations. Consequently, he still participated but in a way in which he was comfortable with. 
It should be acknowledged that all six parents and children who were approached to take part in this study responded and consented. I was initially surprised by this willingness, as I expected it may take a few attempts at sending information to possible participants before I would find six parents willing to take part, and whose children were also happy to be involved. On reflection I would suggest that their response and willingness to participate were due to familiarity. Both the children and parents knew me and therefore trusted my intentions. Also I was available if they wanted to ask questions at any time before or during the project. Similarly all teaching staff agreed to participate and in fact seemed eager to do so. They knew I was passionate about this study and area of education and were eager to contribute to the project. They also knew I was available on a daily basis to answer any questions they may have. This indicates that my dual role of teacher / researcher led to familiarity, which in turn contributed to a successful response.
[bookmark: _Toc482524386]Protecting the well-being of participants	
It was unavoidable that during this project all participants had to give up some of their time to take part in the research activities.  For the parents involved in my study this meant them having to come into school once to participate in an interview. Whilst this was unavoidable I strived to find a time that was most convenient. I also asked school staff in Maternelle and Year 1 to attend one interview so again strived to find convenient times.
In order to participate in the project the children had to miss some of their Year 1 activities.  Because of this I had to liaise with the Year 1 teacher to ensure she was involved in deciding what sessions could or could not be missed.  However, I also considered it important to discuss with the children themselves which Year 1 sessions they would prefer not to miss.  
To commit to ensuring anonymity and confidentiality I stored initial research data on either my iPad, home computer or on my online Dropbox account, all of which are password protected.  Interviews that had been audio taped were used for analysis purposes only and then destroyed. I returned the children’s photographs to them after we had completed the activities. I also used pseudonyms when presenting findings about my research participants.
Whilst attending to the well-being of the children participating in my study it was also important to remain sensitive to the needs of their peers who had not been selected for participation in this project.  There may have been some children in the Year 1 class who were disappointed about this, therefore I organised times when all Year 1 children could visit Maternelle to join us in certain activities. 
When selecting research methods I considered the child participants’ well-being by designing research activities that I believed would meet their needs and capabilities, and, where possible, their interests. I will now discuss the research methods used and justify why these were selected.
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Whilst I have argued that children are active participants in society whose voices should be heard, I acknowledge that “perceiving children as competent social actors does not necessarily mean that research should be conducted in the same way as with adults” (Punch, 2002, p. 338). As argued by Tangen (2008), not all children are confident to express themselves verbally. This is why I decided to explore alternative methods which were advocated by Clark and Moss (2001) to be less reliant on “the written or spoken word”, and consequently more accessible to young children (p.12). Hill (2006) however, urges researchers to consider using alternative methods for children who are confident to express themselves verbally. He claims that when verbally confident children are given a choice of how to communicate their feelings, some will still demonstrate a preference to do so through an alternative medium such as drawing or role-play. This theory was confirmed in my study as Bobby, who was a very articulate boy and an effective and confident communicator, remained noticeably quiet during the group interview, simply agreeing with other children or adding short clarification. He then however, was noticeably enthusiastic about the guided tour, actively taking the lead instead of following the other participants. 
When searching for alternative methods that would enable children to express themselves through different mediums I drew on the Mosaic Approach developed by Clark and Moss (2001). 
The Mosaic approach enables young children to create a ‘living picture’ of their lives. It brings together a number of research tools, both traditional and participatory, in order to explore and listen to young children’s views and experiences (Clark and Moss, 2005, p. 13).

This approach enabled me to use a mosaic of activities that allowed the children to communicate their views with ease and confidence, whilst also providing me with multiple perspectives. As Clark and Moss (2001) explain, it is possible to combine the children’s perspectives, “with those of their family members and staff” within the educational setting through a multi-method approach (p. 11). Whilst I did not implement all methods advocated in the Mosaic Approach I developed and adapted some of the techniques to suit the purpose of my study. 
The work by Clark and Moss inspired me to develop alternative methods that would enable children to communicate through different mediums.  Hill (2006) urges researchers to also consider how activities reflect children’s familiar classroom experiences; as he found during his own research project it was familiar activities such as role-play and drawing that best captured children’s interest and held their attention. I was able to use my knowledge of the participants to create activities that were familiar to the children.
In sum, the implementation of a mosaic of research methods proved to be a significant strength of this study, as it ensured all children could find their most comfortable way to communicate and also provided them with continuing opportunity to reflect upon and then share their views about this experience in different ways. This, I would argue, significantly enhanced the credibility of my research findings, as it was possible to triangulate the findings by comparing the views they had expressed through different modes of communication. This triangulation is crucial, as the findings of one method can be corroborated with the findings of another, and the content of each method can be checked against each other in order to ascertain levels of consistency (Denscombe, 2010). 
Before exploring each research method in detail it is important to comment on how my dual role as teacher and researcher affected the study.
There is some concern over the power dynamics that come into force when an adult, especially one seen to be in a position of authority, for example, a teacher, conducts research with children (Mcleod, 2008). I would argue, however, that my position as class teacher strengthened this research study. I was familiar to the children and they appeared to be comfortable working with me. Smale (2000) argues that this is because children are likely to trust the intentions of a familiar adult and are consequently more responsive than they would be to a stranger.  
Although McLeod (2008) expresses concerns about power-dynamics in research with children, he continues to argue persuasively that perceptions of the adult researcher holding the ‘power’ position can be reduced when children are given choices, instead of feeling imposed upon by an adult determined research agenda. As my research agenda prioritised giving children a choice of how to communicate I feel assured that the children maintained a higher status of power. In response to the documented concerns, however, I still found it necessary to take steps to limit any possible teacher–student power issues, which I will now discuss.
Whether or not the adult researcher is familiar there is some agreement that the issue of ‘power dynamics’ is greatly reduced when children are interviewed in groups, as children feel more relaxed together in a group, especially with familiar friends (Hill, 2006; Einarsdottir, 2005; Wilkinson, 2000).  In response to this recommendation I created research activities that were to be conducted in small groups or at least in pairs. The children seemed to enjoy these group activities and were confident to engage within them.
The use of puppets in the research activities proved beneficial as the children were intrinsically motivated and excited to share their experiences with puppets that were a familiar part of our Maternelle setting.  The children knew that Tom and Polly had helped the new children when they joined Maternelle, as they helped me take photographs of them engaged in daily activities to share with the new children.  They understood that Tom and Polly now wanted to find out about Year 1, so that they could help the children make another move. Whilst I was still controlling the interview and selecting questions, I believe the children gained a sense of control as they took on the role of knowledgeable expert passing on information to the puppets who they perceived to have a genuine interest in the transition process.     
A strength of this study was connected to the opportunity the children had to share their views and perceptions through familiar activities. It would not have been possible for me to create such activities without prior knowledge of the children. I would thus argue that my dual role of class teacher and researcher strengthened the study as I was able to use my knowledge of the participants to create research activities that met their needs and interests.      
I will now present details of each of the research activities that were conducted within this study. 
Table 2.2: Overview of research activities
	Timeframe: Commenced 18th February 2013 (approx. six weeks)
Activities conducted with the child participants are listed below in chronological order of when they occurred within the data collection period.

	Activity name
	Brief details of activity
	Participants
	How data was recorded

	First interview
	Semi-structured interview using Tom and Polly the research puppets.
	All six children
	Interview was taped using a digital recorder and then transcribed.

	Drawings
	Children drew pictures to represent their experiences of the two settings. I conversed with the children as they did so. Tom and Polly (the research puppets) watched so that the children could offer them explanations as they drew.
	Three children participated at once so the activity was conducted twice
	Notes were taken during the activity to record children’s conversations and comments.

	Small world play
	Children played with small world sets that were set up to resemble the two different settings. I asked questions as they played and joined their play when invited. Once more Tom and Polly watched so that the children were free to engage with them as they played. 
	Three children participated at once so the activity was conducted twice
	The activity was taped using a digital recorder and then transcribed.

	Photographs
	Children took photographs of the two different settings
	Three children participated at once so the activity was conducted twice
	The children’s photographs were the data.

	Photograph interviews
	Semi-structured interview using the children’s own photographs as stimulus for questions and discussion. Tom and Polly were used again.
	Three children participated at once so the activity was conducted twice
	Interview was taped using a digital recorder and then transcribed.

	Photograph and feelings interview
	Semi-structured interview using the children’s own photographs combined with feelings cards as a stimulus for questions and discussion. Tom and Polly were used again.
	Three children participated at once so the activity was conducted twice
	Interview was taped using a digital recorder and then transcribed.

	Guided tour
	The children took the study puppets Tom and Polly on a guided tour of the Year 1 setting. They decided what to show Tom and Polly and what to tell them.
	Two children participated at once so the activity was conducted three times.
	The activity was taped using a digital recorder and then transcribed.

	Final interview
	Semi-structured interview using Tom and Polly.
	Five children attended a group interview, as one child was absent. 
The child who had been absent chose to attend an individual interview once he returned.
	Interviews were taped using a digital recorder and then transcribed.

	Interview (adults)
	Semi-structured interviews
	Three parents were interviewed individually and three attended a group interview together. All teaching staff were interviewed individually.
	Interviews were taped using a digital recorder and then transcribed.

	The adult interviews listed above were conducted at various times throughout the data collection period according to availability.


Within the above table I referred to Tom and Polly the research puppets, the audio recording device and the feelings cards. Table 2.3 provides further details of how these devices and props were utilised within the activities.
Table 2.3: Devices and props used during the research activities
	Device / prop name:
	Photograph of device / prop
	Details

	Tom and Polly, the research puppets
	[image: tom and polly pic.jpg]
	Tom and Polly became the research puppets. They were the children’s puppets from the previous year that they had named themselves. All semi-structured interviews with the children were conducted through Tom and Polly. I would whisper to the puppets and they would then ask the questions. During the drawing activity and small world play activity Tom and Polly sat close by to observe. The children were made aware that they wanted to observe in order to find out information and instructed that they could chat to them whenever they wanted to. The children then chose Tom or Polly to take on the guided tour. 

	Feelings cards
	[image: E:\DSC02302.JPG]
	The cards represented the following feelings: happy, sad, excited, bored and worried. These were made in response to the different feelings already expressed by the children, adults or both, during the project. The children used these cards as a prompt to discuss their feelings in relation to the photographs they had taken of the different settings.

	Audio recording device one
	[image: recording device 1.jpg]
	Digital, hand-held audio recorder. Each semi-structured interview, the small world play activity and the guided tour were all recorded using this device. The device was placed close to the children and I followed close behind holding it during the guided tour. Before commencing the study all children were introduced to this device, I explained what I would be using it for and gave an example of how it worked. 

	Audio recording device two
	[image: recording device 2.jpg]
	IPad audio recording app.
This device was used as a backup in case of any technical issues with the first recording device. During each semi-structured interview and the small world play activity, I placed the device alongside the first one and therefore obtained two recordings. I did not use it during the guided tour but had it available if needed.



Although my main aim was to access children’s voices through my research methods, this alone does not prove the effectiveness of these. As stated by Punch (2002), it is of paramount importance to review how successful methods are in providing relevant data that can be used to answer research questions. Therefore, I will now present the details of each research method and discuss the effectiveness of these whilst also recognising limitations.                                      
[bookmark: _Toc482524389]Interviews with children
 Whilst I was keen to use innovative research methods that would engage my participants, Wilkinson (2000) argues that the benefits of the more traditional interview should not be overlooked as this is an effective way of determining children’s understanding of their own experiences.  Punch (2002) agrees that the traditional interview should not be dismissed but that the most effective approach is to use a combination of traditional and innovative methods. Furthermore, it was important to consider that for some children, their preferred mode of communication may well be verbal. 
In the first research activity I interviewed all six participants together as a group using a semi-structured style. I used the puppets Tom and Polly as an added research tool within this activity. 
Clark (2005) defines group interviews with children as “conversational encounters with a research purpose” (p. 493).  This definition reflects what I aimed to achieve. The children appeared to be comfortable with this group conversation, which was a familiar way of working, as the children engaged in many group activities during Maternelle. I was pleased with how well this interview flowed. The children appeared to understand the questions and responded quickly. Lewis (1992) suggests that group interviews can often flow better than individual ones because children who are not immediately sure of their responses have time to think without awkward silence, while the other members of the group offer their responses.  Clark (2005), however, raises concerns that the more verbal and outgoing children tend to dominate group interviews. Whilst I found this to be true, I would add that through this group approach the quieter, less confident children had time to listen, think and reflect upon their own ideas that they wanted to contribute, which would not be possible in an individual interview. I also found that within this group composition not only were children answering my questions but that they began to discuss their views together. This confirms the assertion by Einarsdottir (2011) that when questions are asked to a group of children discussion is generated, as the children often clarify or contest ideas or expand on the explanations of others.                                                                                                                                                   
Before commencing the interview I introduced the children to the puppets Tom and Polly and explained that Tom and Polly and the other children in my class were keen to find out what it was like to move from Maternelle to Year 1. I drew their attention to our Maternelle daily timetable and we chatted about some of the activities / sessions that were displayed.  This relaxed start to an interview is referred to by Cameron (2005) as a period of “free narrative” where the children can talk about the things they already know and are comfortable discussing, which allows them to settle into the interview environment and build a rapport with the interviewer (p. 601–603). Starting with a general theme in which children describe events and experiences in an anecdotal manner is suggested to provide a natural opening on which to introduce pre-determined lines of inquiry (Vasquez de Velasco, 2000; Mauthner, 1997). 
In order to limit possible research bias, and thus increase credibility, Opie (2004) advocates the use of open questions that enable respondents to express their true perspectives and reflect on feelings related to experiences. A semi-structured approach enabled me to achieve this aim, as through open questions I could follow the participants’ lead whilst using my plan of potential questions to maintain focus (see Appendix C). I was aiming to gain a real insight into children’s preferences, so in order to achieve this it was important to probe further to determine why they had these preferences. Through the semi-structured approach I could deviate when necessary to sensitively probe respondents for further explanations.
In response to the suggestion by Vasquez de Velasco (2000) that note taking during an interview can be perceived as intrusive and distracting, I decided to record my interviews using a digital audio recorder. This enabled me to follow interesting leads and then redirect back to the interview schedule. I believe that I might have missed some interesting leads if my attention was focused on note taking.
I decided to conduct a pilot interview which proved to be an effective way of improving credibility of findings from the interview method, as identified by Opie (2004), through pilot interviews questions that cause confusion can be identified and re-drafted or eliminated.  This is important as it is suggested by Cohen et al. (2007) that respondents’ misunderstanding of questions is a common factor which has a negative impact on credibility of findings. Moreover, it must be recognised that ambiguity can occur more often in research with children, as they may not understand some adult language which is used. Therefore, the importance of identifying any misinterpretation of language cannot be underestimated as “young people may not be able to express a view on a question they do not understand” (McLeod, 2008, p. 140). Thus Cohen et al. (2007) urge researchers to design interview questions that are suitable for the age of the participants and to use “straightforward language” (p. 374). The pilot interview enabled me to check whether the questions I had used were straightforward in the sense that the children understood them, and thus were able to answer them. 
To further enhance the credibility of findings I was able to listen to the recording of my pilot interview to determine if I was, as proposed, allowing the participants to generate their own theory. There is often a sceptical view that interviews do not provide valid (credible) data, which is commonly associated with “a tendency for the interviewer to seek answers that support preconceived notions” (Cohen et al., 2007, p. 150). Therefore, it was of crucial importance, especially with the group interview being my first research method, that I did not insinuate that I had concerns about the effects of the transition, as this would distort my findings from the onset. As stated by Wellington (2000) interviews provide the perfect opportunity for participants “to make their perspectives known” (p. 72). As such, it was important that I ensured their perspectives were not initially influenced by my own beliefs about their experiences.
The pilot interview was useful in determining whether the use of the puppets was effective. I had some concerns that now that the children had left Maternelle and had become primary students puppets, which are more commonly used in Foundation Stage settings, might not motivate them. As noted in my research journal, however, the puppets proved to be highly effective. I conducted the pilot study with children who were actually in Year 2. I needed children who could discuss their transition experiences, but did not want to use Year 1 children, as they might become actual participants. When the children arrived at my classroom I explained my intentions and they were all happy to participate. I then introduced Tom and Polly, and the children were immediately engaged and talked to them with enthusiasm. They certainly did not appear to find the puppets ‘childish’ and were quite relaxed when sharing experiences with them.  
[bookmark: _Toc482524390]Drawings	
I conducted this activity with three children at a time. I provided the children with paper in various sizes and colours and an array of drawing materials; pens, pencils, crayons. I then asked the children to complete two drawings; one to show Tom and Polly what it was like to be in Year 1 and one to show what they remembered about their Maternelle experiences. I placed Tom and Polly on the table next to the children whilst they drew and I chatted with the children throughout the activity, but I did not have a list of potential questions for this activity. Instead, the content being drawn and the commentary provided, guided my questioning. I took notes of what the children said instead of using the digital audio recorder. I then typed up the notes for each group (see Appendix D). The children appeared relaxed and comfortable with this activity, which I believe was related to its familiarity. 
A concern I had in relation to the drawing activity was that it might be too time consuming. Drawing is considered by Punch (2002) to be an effective research method for children who need a little more time to think, as their drawings can be carefully planned, and continuously altered as they reflect upon their experiences. Therefore, in order for this method to be effective it was essential that the children were given the necessary time to think and reflect upon what they wanted to portray in their drawings, but I was concerned this might entail them missing too much time from their Year 1 schedule. With this in mind I originally decided to allow children to complete their drawings independently and in their own time, but follow this activity very quickly with a drawing interview. The children’s drawings, as identified by White and Sharp (2007), could then be used as a “concrete reference point” (p. 93), which they can use to explain their feelings and experiences (Fargas-Malet et al., 2010). Einarsdottir, Dockett and Perry (2009), on the other hand, argue that data from children’s drawings can be limited when these are perceived to be a product which must then be analysed by the researcher and / or participant. Instead, they urge researchers to view drawing as a process in which an interviewer can communicate with the participant whilst they draw. As Smale (2000) explains, children often discuss, reflect upon and refine their ideas with regard to the subject they are drawing about, all whilst they are drawing.  Therefore, in order to overcome an identified limitation of this technique I decided it would be more effective to converse with children as they drew, rather than after the drawings were finished. This proved effective as the children seemed to enjoy sharing their views and perceptions in this multi-modal way and the combination of drawing and talking was crucial to the success of this method. Children who perceived themselves to have poorer drawing skills had the opportunity to explain the experiences they were drawing as they went along (so ultimately the finished product was not as relevant). The children who did enjoy drawing and felt capable in this area, but were not as confident orally, had the opportunity to express themselves through drawing with the option of providing oral clarification. 
The drawing activity was the second activity I implemented, so to reduce the risk of researcher bias and improve credibility I followed an open and fluid approach. As the children drew I was free to listen to their comments and descriptions and discuss any specific likes and dislikes. Once the drawings were complete I took the opportunity to ask the children to compare their two drawings and identify similarities, differences or changes following the transition. This activity was thus effective in answering my research questions, as it allowed the children to recall experiences in both settings, discuss preferences, and identify changes associated with the transition. By allowing the children to discuss their drawings as they produced them I avoided imposing my own interpretations of the drawings. The children were interpreting themselves as they drew, and maintained control over what and how much they wanted to draw. 
To check both the credibility and dependability of this method I conducted a pilot activity. In this pilot activity I checked that all children had a shared understanding of what they were expected to draw, thus the activity would yield dependable findings. I also determined credibility by assessing whether the drawings produced provided valuable data towards answering my research questions.  Although the children’s drawings did vary in detail, all were keen and excited to do this activity and I was pleasantly surprised that every child instantly began explaining their drawings to Tom and Polly, who were seated next to us. They also quite naturally began to discuss likes and dislikes associated with the settings they were drawing, as they appeared to perceive this as important information for Tom and Polly. I found it manageable to take notes during this activity, as there were gaps in conversation when children concentrated on their drawings. 
[bookmark: _Toc482524391]Small world play
For this research activity I set up small world play sets for the children to access. The sets were arranged to be replicas of the Maternelle and Year 1 settings within our school (see Figures 2.4, 2.5, 2.6, 2.7).
Figure 2.4: Replica of Primary and Maternelle settings.       
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 Figure 2.5: Replica of role-play area in Maternelle
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Figure 2.6: Replica of Primary building and Year 1 classroom                 
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Figure 2.7:  Replica of construction and small world area in Maternelle
[image: E:\2013-03-12 12.00.12.jpg]        
I conducted this activity twice, each time with three children. The children were free to play in just one setting or move between them. They were not given a particular scenario to enact as I was interested in what experiences they would choose to portray. Additionally, I did not have a pre-determined list of questions since I wanted to follow their lead. 
There is some agreement that children respond better to research methods that are based on familiar activities that reflect their current interests (Hill, 2006; Einarsdottir, 2005). Smale (2000) reports how “children are fascinated by playing with materials which they use to invent and tell their own stories which express how it feels to be in certain situations” (p. 25). I therefore decided to use the small world Playmobil sets and characters that the children in this study often played with whilst in Maternelle, as a research activity. 
I set up the Playmobil sets to represent a Foundation Stage classroom (similar to our Maternelle setting) and a Primary building consisting of a Year 1 classroom.  Before commencing the activity I asked the children about the arrangements to determine if they understood what I had attempted to replicate. This was an important step in increasing credibility of findings. If the children did not perceive the sets to replicate the Maternelle and Year 1 settings then it would be unlikely that their interaction with them would contribute relevant findings. In terms of dependability of findings it was important to ensure both groups of children were given the same explanation as to what the replicas represented, as their perceptions of this would influence how they interacted with them and consequently what experiences they portrayed. I then explained that they could play in the Maternelle replica, Year 1, or both, and that Tom and Polly were here to watch but might ask some questions as well. I suggested that they could show Tom and Polly what kind of things they did in Maternelle, and what kind of things they did in Year 1, but this was not an instruction. The children were happy about this and began to select characters. I explained that there was paper, pens and playdough there for them to use if they wanted to add anything to the set, for example if they felt something was missing from one of the settings. 
I conducted this activity with three children at a time as this ensured there was enough space for them to explore the sets, whilst providing opportunities for discussion and interaction between the participants. I again chose to audio record this activity to leave me free to observe and prompt for further detail when necessary, and to become a participant myself for one group’s session, as I was free to do so. 
After allowing the children to play freely I began to ask some questions to determine their perceptions of each setting with particular relevance to likes and dislikes. One group began enacting classroom experiences with an in-depth portrayal of a maths session in Year 1, in which I was accepted into the role-play activity, taking on the role of  Polly being a student in the class. In this role I followed the children’s lead of what to do and asked relevant questions which proved to be very effective. I feel I was accepted into this scenario due to my familiar role. Whilst working with these children in Maternelle, I would often join them in their play, taking on a role and following their leads, so this was a natural experience.
Linklater (2006) reports that engagement in small world play enables children to confidently discuss issues that are pertinent to them and to express their thoughts and feelings in relation to these. He associates the success of small world play research activities to the absence of adult-directed questioning, which he argues enables children to discuss issues in a natural way and on their own terms. In my own study I also found that the child-initiated discussions provided me with rich data. However, as argued by Smale (2000), I also found that it was sometimes possible to illuminate the findings of these discussions by sensitively prompting the children to provide extra details. I would therefore conclude that whilst this research activity was effective in promoting child-initiated discussions, it was important to recognise opportunities to expand on their explanations. This enabled me to confirm details and illuminate findings. 
[bookmark: _Toc482524392]Photographs
For this research activity the children were given a digital camera and asked to take photographs of Maternelle and then of Year 1. The children were not instructed what they had to photograph, but I suggested that they could take photographs of the things they remembered from Maternelle and would like to talk about and then things in Year 1 that they would like to show Tom and Polly. I conducted this activity with two children at a time due to the number of cameras I had. I did not want children to share a camera as it was important that each child could photograph things immediately, as they grabbed their attention. Although I would agree with Punch (2002) that when children are taking photographs at the same time, it is possible that they will take similar photographs, I found that watching their friends take photographs stimulated discussion, which helped the children recall important experiences that may have otherwise been forgotten. 
Wilkinson (2000) promotes the use of visual research activities as an effective way of ensuring more children’s voices can be heard within research projects.  As such, I was immediately attracted to the possibility of using photographs as a form of visual stimulus. Photographs taken by adults of children engaged in various experiences have been used in research with young children as a tool to help them recall their experiences and stimulate discussion (Smith, Duncan and Marshall, 2005).  For example, when researching children’s experiences of the Foundation Stage, Garrick, Bath, Dunn, Maconochie, Willis and Wolstenholme (2010) took photographs of various locations within the environment and then asked the children to select which ones best depicted an enjoyable day. Although this is an effective way of gaining children’s perceptions about their experiences, I was concerned about my own experiences and assumptions influencing the data. I was aiming to find what transition experiences were significant to the children, as opposed to gaining an insight into their views of pre-determined aspects. As clarified by Fasoli (2003) “in choosing what to photograph (and what not to) the researcher privileges certain aspects...and excludes others” (p. 36). I therefore asked the children to take photographs of things that they felt best reflected their experiences in relation to the transition from Maternelle to Year 1. Giving children full control over what to photograph dilutes the power dynamics between the researcher and the child as they are in control of choosing what best reflects their experiences and ultimately what is important to them (Fargas–Malet et al., 2010; Einarsdottir, 2005).  
It has been found that young children of differing abilities have been motivated and excited to use cameras within research projects (Barker and Weller, 2003), and this was certainly the case in my study. I ensured the children were capable of using a digital camera by giving them some free time before commencing the activity to practise using the cameras. A significant benefit of this method is that, unlike drawing, the children were not limited to portraying experiences that they felt capable to draw. As discovered by Punch (2002), through photography the children have a wider variety of images they can choose to depict their experiences. 
[bookmark: _Toc482524393]Photograph interviews
I conducted this activity the day after the children had taken photographs of their setting as it was important that they could remember their reasons for taking the photographs. I interviewed the children in pairs, the same pairs who had taken photographs at the same time. In this way they could recall and reflect on any discussions they might have had when taking the photographs. I handed children an envelope of the photographs they had taken and asked them to spread them out so that they could see them all. I noted in my research journal just how excited the children were whilst doing this; they laughed as they compared photographs and were keen to look at each one in detail. I then asked the children to select photographs (one at a time) which they would like to explain to Tom and Polly. Once the children had selected a photograph I simply asked what it was of, why they had taken it, and why they wanted to show it to Tom and Polly. 
Clark (2005) suggests that photographs taken by children “serve as a representation of children’s experiences which might not be easily articulated in other ways” (p.495). In addition, Einarsdottir (2005) argues that a true interpretation of what each photograph represents can only be achieved through an explanation provided by the child. Therefore, I decided to interview the children to seek their explanations of their photographs, and contribute to the credibility of findings.  Barker and Weller (2003) explain that this also reduces the risk of researchers’ giving their “own ‘adultist’ interpretations of, and assumptions about the pictures” (p. 42). 
To commence the activity I reminded the children why I had asked them to take the photographs and then asked them to select a photograph that they would like to explain to Tom and Polly. Once the child had selected a photograph I asked for clarification of what the photograph was of, and asked why they had taken this photograph. I noted in my research diary how carefully the children selected the photographs; they did not simply grab the first one they saw. 
Although the children selected photographs which were important to them, I also took the opportunity (towards the end of this activity) to clarify or eliminate identified emerging themes. To do this I created a list of possible themes to investigate further.  I then simply explained that Tom and Polly had noticed a particular photograph that they would like to find out more about. This proved to be effective as the children were all able to offer some extended explanation in relation to these photographs. Moreover, if the children had taken photographs of similar things I was able to select similar photographs from each interview and compare responses.
 Fargas-Malet et al. (2010) suggest that photographs provide the structure and focus necessary for a researcher to elicit relevant information to answer research questions. I can confirm that this was true for my study. During this activity the children used their photographs as a stimulus for recalling experiences and discussing feelings related to each setting. Furthermore, it was then possible for the children to compare their photographs of the different settings in order to determine transitional changes that were of significance to them. To support them with this I asked the children (towards the end of the interview) to split their photographs into Maternelle photographs and Year 1 photographs. I then asked them to compare their photographs to determine what was similar / different between the settings; for example, I asked them if things had changed and, if so, what had changed the most. I also asked if they thought Tom and Polly might miss any aspects of Maternelle when they moved to Year 1. 
[bookmark: _Toc482524394]Photographs and feelings interview	
For this activity the children returned with the same partner with whom they attended the photograph interview. Once again I began by handing the children back their photographs and asking them to spread them out so that they could see them all. I then introduced five feelings cards to the children. These cards were laminated faces mounted on straws, which depicted different feelings: sad, happy, excited, worried and bored. I then asked the children to select photographs to show Tom and Polly alongside a feelings card to illustrate how they felt about the photograph. I would then ask them to explain the reason for this feeling.  
From the photograph interviews I gained a deeper understanding of children’s experiences of the transition and identified some emerging feelings related to these. However, I was keen to clarify the identified feelings associated with transitional experiences and further determine reasons for these feelings. The photographs and feelings interview enabled me to achieve this aim. 
Before deciding on which feelings should be available to choose from it was necessary to look through the transcripts I had so far to determine what feelings had been associated with the transition. The most common positive feeling expressed by the children was happy, with negative feelings being not good, not happy and sad. Although the children expressed opinions related to really liking or not liking something this did not indicate specific feelings. I therefore decided to use happy and the opposite sad. Adults who had already been interviewed at this point also used the word happy to express how their children might feel about certain experiences. Bored was the next obvious choice as the children used this term quite frequently. My search through transcripts did not reveal any other specific feelings being commonly expressed either negatively or positively by the children, but I felt having only three feelings to choose from was somewhat limited. I therefore turned to the related transitions literature and the adult transcripts I had so far to determine my final two feelings. Other feelings that were commonly associated with early educational transitions within the literature were; excited, nervous, worried and anxious. From the adult transcripts I identified that, after happy, excited and worried were used most commonly to describe how the children might feel about various aspects of the transition. I therefore opted for excited and worried as I could determine if the children themselves related feelings of excitement or worry to the transition and more importantly, if so, why did they feel this way.  
The children returned in pairs and I presented them with the photographs they had taken. I then showed them the five feelings faces ‘happy, sad, bored, excited and worried’.  Before commencing the activity we discussed each feeling face to determine if we were all interpreting these in the same way. I then asked the children, in turn, to select a photograph and then a ‘feelings face’ to represent to Tom and Polly how they felt about the photograph. See Figure 2.8 below showing the feelings cards that were used in this activity. 
Figure 2.8: Research activity prop Feelings cards.
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 Sometimes the children selected more than one face which was important, as there were occasions when a child was happy when recalling a Maternelle experience, but simultaneously sad because they could not engage in a similar experience in Year 1. I always clarified what the photograph was of, and then clarified what feeling they had selected. I then asked for an explanation as to why the photograph made them feel that way. As with the photograph interview I took the opportunity to further clarify or eliminate emerging themes by asking them to discuss a photograph that had been selected by Tom or Polly. This enabled me to select a photograph related to an emergent theme, but now, more specifically, I was able to find out what feelings were associated with this theme, and then to question why these feelings were expressed. This was essential for my study as my interpretivist qualitative aim was to understand ‘why’.  I would argue that this process was crucial to increasing the credibility of findings as emerging themes could be checked and validated. 
Once again I used the digital audio recorder to record both the photograph interviews and photograph and feelings interviews. This ensured I could pay full attention to responses and follow up significant leads. 
As stated earlier I checked the children’s interpretations of the faces in order to determine a shared understanding of what feeling each face represented. However, my analysis of data revealed that whilst the children achieved an agreed understanding that one of the faces represented bored they had differing views on the definition of bored, which is discussed in detail in the Presentation of Findings section. In light of this discovery I believe it would have been beneficial for me to spend time before commencing this activity discussing what the children perceived ‘bored’ to mean. Whilst I was still able to collect credible data this would have added further clarification of feelings associated with transitional experiences. 
[bookmark: _Toc482524395]Guided tour
This activity entailed the children choosing a puppet, either Tom or Polly, and taking this puppet on a tour of their Year 1 setting. The children were free to show Tom and Polly anything that they found interesting but were also asked to consider what things they thought would be useful for Tom and Polly to find out about. 
Before commencing this activity I explained to the children that Tom and Polly really enjoyed viewing their photographs of Maternelle and Year 1, but that they were particularly keen to find out more about Year 1 as they had never been to this setting before. I therefore asked the children if they would take Tom and Polly on a tour of their Year 1 environment. I initially planned to ask the children to lead a tour and audio tape it themselves, but I decided that as they would be taking either Tom or Polly with them they might find it difficult to hold the puppet and use the audio recorder at the same time. I therefore decided that I would follow close by with the recorder so that they could concentrate on showing the puppets around. I conducted this activity with two children at a time as any more would have been too difficult to manage; also, it meant that each child could have their own puppet.
I was amazed at how enthusiastically the children engaged with the puppets during this activity. For example, from the onset of the tour Jack brought Tom to life, explaining to me, “I’m showing Tom around, he told me he’s excited to look around the classroom”.  Jack then whispered to Tom and continuously interacted with him, vocalising his comments. For example, after showing Tom the chart of lining up partners Jack took on the role of Tom and stated, “Oh, how amazing, I want a partner to line up with, I want to be with Polly”. Similarly, Leanne ran excitedly to different areas of the room and put Polly to her ear to listen to her questions, at one point explaining, “Oh homework, no – these are the tricky words”.  She then pretended that Polly was crying because “she wants to learn how to read” and reassured Polly explaining, “I can’t read yet perfectly”.  Isabelle also put Polly to her ear, listened carefully and then answered questions whilst she explained to me what Polly had asked. Although Bobby and Samuel were keen to show Tom around the setting, they preferred to call me over to explain what they were showing. My observations led me to conclude that whilst this activity was effective in eliciting views and perceptions about personal experiences from all participants, four of the participants were especially engaged with this activity. These four participants were immediately enthusiastic about the activity and maintained interactive engagement. They took on the role of the experts who were excited to share their knowledge with Tom and Polly who they perceived to be genuinely interested. Not only did they share their knowledge but also they considered how Tom and Polly might be feeling about the impending transition and carefully considered what was important to show them, whilst also offering some reassurance when deemed necessary. 
The fact that the children were providing information that they felt was relevant to Tom and Polly and directing their explanations to them, provided me with the ideal opportunity to discuss their feelings about experiences. For example, after being shown the reading area which could be accessed once “you have finished all your work” I was able to ask how Tom would feel when he did finish his work and how he would feel if he did not finish. After Jack told me that Tom would feel “lonely” if he did not finish his work, I was able to ask why. This is crucial because, as Hill (2006) suggests, some research with children has been somewhat limited. This is the case, he argues, since it has managed to determine children’s preferences but has failed to identify reasons for these preferences. 
[bookmark: _Toc482524396]Final interview
I conducted the final interview in the same way as the first interview. I interviewed the children as a group and followed a semi-structured approach, again using the puppets as a medium for asking questions. 
Denscombe (2010) explains how checking interview transcripts with informants provides the researcher with the opportunity to check the accuracy of the data, in that it is possible to confirm that the feelings and opinions they expressed were what they intended. Whilst the children in this study were too young to check the accuracy of a written transcript, I decided that a final interview could become an effective approach to further consolidating the dependability and credibility of my findings, as I could seek clarification or elimination of identified themes that had emerged from the combined research activities. My guiding questions were thus created in response to emerging themes (see Appendix E).  I explained to the children that Tom and Polly had noticed some things from the tours, photographs and drawings etc. that they would like to find out more about. I then proceeded to ask closed questions to clarify commonly identified opinions and then probed further to gain an understanding of why these views had been expressed. This process was particularly useful for illuminating the findings of the existing data, and ensuring the findings were dependable in that the children still expressed the same opinions.
I was then able to build explicitly on the data surrounding the children’s feelings towards identified changes. I reminded the children of some of the transitional changes they had described to Tom and Polly, and asked them to reflect on which had been the most significant change for them. I also asked them to explain how they felt about this change. Additionally, I encouraged the children to summarise to Tom and Polly how it felt to move from Maternelle to Year 1 and to consider if anything could be changed or improved in order to make this experience even more enjoyable for the children making the move in September. To conclude I gave the children some quiet thinking time for them to ponder whether there was anything they had forgotten to share with Tom and Polly. 
[bookmark: _Toc482524397]Research site	
I decided to conduct the research activities in the Maternelle classroom due to the children feeling at ease within a familiar setting. This proved to be a good decision as I noted in my research journal how excited the children appeared to be at being able to return to this classroom. The children were also surrounded by visual reminders that could stimulate memories of significant Maternelle experiences. This familiar and stimulating environment did, however, present some limiting factors. I noted how the children appeared to be somewhat distracted by the resources around them. This became increasingly noticeable as the research project progressed. 
On arrival to the setting the children would always begin interacting with various resources and equipment, so I factored in extra time to allow for this. The children would then often ask to go and access these things after the activities were finished, which was fine, but towards the end of the project some children were asking to do this before the activities were complete.  On one occasion, Leanne left the activity early to play with the jungle animals. Whilst she then returned at will, she did bring a jungle animal with her. Similarly, Jack left a group activity early to go and read a book in the reading area. He did, however, continue to join in the conversation on occasion whilst he read. Therefore, whilst I noted the resources around them to be distracting, I think it is important to recognise how these ‘distractions’ in themselves contributed to the findings. Jack, for instance, discussed transitional changes associated with reading and expressed clear enjoyment towards this activity. Similarly, Leanne chose to play with the jungle animals continuously, and made a decision to discuss her enjoyment of this small world play during our research activities. In essence my research findings became enhanced by incidental observations. 
[bookmark: _Toc482524398]Interviews with adults
My overall purpose for conducting this research was to gain the perceptions of children in matters which affect them. I therefore feel it is important to justify why I still decided to gain the perceptions of teachers and parents. I was aware that the children did not undergo this transition experience alone, as significant adults such as parents and teachers were present in the children’s lives throughout this period. The adults’ involvement in the transition was hence clearly relevant to the process. Consequently it was helpful to interview these significant adults. This helped to provide context as well as different insights into the children’s experiences. Clark and Moss (2005) advocate these different insights as they suggest, “parents’ perspectives on their children’s priorities and interests can add another layer of detail” (p. 54). Moreover, Clark and Moss (2001) insist that gaining adults’ perspectives does not devalue the children’s responses but that it, in fact, enables the researcher to develop a more comprehensive dialogue about relevant shared experiences. 
The second reason for including adults in this project was associated with the ecological theory of transitions which was explored within the literature review. The crucial component of the ecological perspective is that this transition involves all members of the newly formed mesosystem; therefore, it is a shared experience and thus calls for shared responsibility. As suggested by Smith, Kotsanas, Farrelly and Alexander (2010) “an ecological approach to transition calls for a collaborative approach to planning, implementing and evaluation of transition policies, practices and programs” (p. 14). If the transition process is viewed as a shared experience between parent, teacher and child, then I believe that it is crucial to gain the perspectives of all stakeholders on their experiences of transitions in order to evaluate existing programs and inform future practice. This line of thinking is in agreement with Smith et al. (2010). 
I believe that my decision to elicit the perspectives of children and relevant adults significantly strengthened this research project, as it is argued by Peters (2010) that “very few research designs address multiple perspectives, so the voices of children and families that perhaps most need to be heard, …are underrepresented in research findings” (p.04). Research studies such as mine are therefore essential in developing knowledge in this area by representing the voices of all concerned.
Once again I opted to use a semi-structured interview in order to gain a deep understanding of the adults’ perspectives. Although I was keen to follow any interesting leads, I found it useful to have a pre-developed interview schedule to follow as this ensured focus was maintained (see Appendix F1, F2 and F3).  I approached the parents to determine possible times for the interview and had to be flexible to meet their needs. Three parents could make the same time and were happy to be interviewed as part of a group. The other three parents could not coordinate a preferred time, so I interviewed them individually. I felt confident that both a group and individual interview would elicit valuable data. 
For logistical reasons I interviewed the Maternelle teaching staff separately as it was difficult to find a time when all staff could come together. I also decided to interview the Year 1 teacher separately from the Maternelle staff. The methodological reason for this was that I was aiming to gain perspectives about the transition from one setting to another and was concerned that participants may not raise issues about the other setting in front of those staff members in fear of causing any upset. 
There was one noticeable limiting factor related to interviewing parents, and that was connected to my role as both researcher and Maternelle teacher. I found that some parents were slightly more tentative about expressing negative views related to Maternelle practice due to concerns over upsetting me. This was apparent on one occasion when a parent began to suggest that it might be beneficial to “learn more” in Maternelle, but then quickly praised what she described as “a different form of learning” to be “a good approach”. Whilst I believe that the parents were confident to share their concerns with me I feel that this was done in a slightly more tentative and considerate manner than it may have been with an outside researcher. 
In sum, whilst I have identified how my joint role of teacher / researcher had a slightly limiting effect in relation to some adult responses, I remain confident that this did not prevent me from accessing valuable and credible data. It is interesting to note that a limitation associated with interviewing children is that they will often say what they believe an adult, who they perceive to be in a position of power, such as a teacher, would want them to say (Cohen et al., 2007). This belief was contested in my study, as the children appeared much less concerned about what I might want to hear. In fact, Leanne spoke very openly about why a photograph of myself was connected to both a happy feeling and a sad feeling, without concerns about my possible response to being associated with a sad feeling. In sum, as suggested by Dockett and Perry (2007b), I believe that trusting participants’ accounts is an issue associated with all research participants, regardless of age. Furthermore, the findings from my study suggest that adults are often more perceptive of what they should or should not say. 
I used the technique of respondent validation to increase the dependability of my interview findings. By sending all adult participants a copy of the transcribed interview it was possible to “confirm that what was said at the time of the interview was what was really meant” (Denscombe, 2010, p. 189). I believe that this was also a good ethical process as even if the participant believes the transcript does show what they meant to say, it still provides them with the opportunity to change a response following time for reflection. 
To conclude, I recognise that each research method had its own limitations. When combined, however, they proved to be a powerful source of data collection.  
I have now considered my research bias and how this influenced methodological decisions, and have justified how my research methods were appropriate and effective for this study. I will now illustrate how my data analysis was critical and rigorous.
[bookmark: _Toc482524399]Part 7: Steps of analysis
In order to justify the credibility of my findings I will now present a detailed account of how my data was analysed. 
The first step to my analysis process was to transcribe all audio recordings of the research activities conducted with the children (see Appendix G). I did this on the same day that I had conducted the activity. Following the transcription of each recorded activity I manually highlighted any responses that related to my research questions and began chunking these highlighted responses into categories that were later analysed and grouped into themes. I did not have a transcript for the drawing conversations as I had taken notes; therefore, I coded the notes into categories related to my research questions. I then repeated this coding process using the Nvivo software, again selecting and highlighting all information relevant to my research questions and then grouping this into categories. Although this could be viewed as ‘wasted time’, as I was simply repeating a process, I believe it was a useful activity for a novice researcher like myself. Firstly, I could determine if I was devising similar categories from my data and add to these if different aspects caught my attention. Secondly, this enabled me to gain good experience when it came to the use of different coding tools and thus to determine which was most effective and efficient for the research process. 
Table 2.9 shows the categories in relation to my research questions, which emerged from the coding process.
Table 2.9: Table to show coded categories in relation to research questions.
	Research questions:
	Coded to determine emerging themes:

	Children’s perceptions of the Maternelle environment (responses when children simply described setting)
	Creative activities, less work, less learning, outdoor experiences, play, conflict, separation.

	Children’s perceptions of the Year 1 environment
(responses when children simply described setting)
	Behaviour / rules, rewards, learning, levels, work, creative activities, new teacher (expectations), 

	Children’s most enjoyable Maternelle experiences
	Outdoor / playtimes, creative, play, ICT, 

	Children’s most enjoyable Year 1 experiences
	Playground (bigger), wet play times, golden time, work, rewards, ICT, second language.

	Children’s least enjoyable Maternelle experiences
	Conflict (sharing), separation. 

	Children’s least enjoyable Year 1 experiences
	Work, rewards, behaviour / rules, not earning golden time, less play.

	Changes associated with the transition
	Outdoor experiences, environment (bigger), creative experiences, work, ICT, teacher, learning, rewards. 

	Anything specifically missed about Maternelle
	Play, creative choice, outdoor experiences, group activities. 



I repeated this process with the adults’ data again highlighting the repetition of categories in relation to the different research questions.  This process was an important aspect of my study, as I was finally combining “pieces of the mosaic … to bring a greater level of understanding about young children’s priorities” (Clark and Moss, 2001, p. 37). By drawing together information from all research activities conducted with both adults and children I was able to discover what was important to these children in regards to the transition. I decided to produce large visual posters from these coded categories (see Appendix H), which enabled me to collate all responses related to each identified category. I then repeated this process for the adults’ data. Although these posters enabled me to compare perceptions, feelings and attitudes related to each specific category it was necessary for me to condense all this information into a more manageable document. I created an A4 booklet on the computer which had pages related to each research question. I then pasted in all dialogue or notes related to this particular question into the identified categories. I colour coded the dialogue according to whether it was a child, teacher or parent’s response. I also included a short summary at the end of each section about the common and contradictory perspectives that were emerging (see Appendix I). Cohen et al. (2007) celebrate the fact that case studies allow the researcher to identify significant experiences and perspectives, regardless of whether these conform to the frequently identified experiences and perspectives. I found the contradictory perspectives to be particularly illuminating because they made me stop to consider why some perspectives differed from the consensus. They also enabled me to think about the impact this had on emerging themes. I would therefore argue, as proposed by Silverman (2011), that consideration of contradictory accounts strengthens research claims, as the reader gains trust in the fact that all interpretations were considered. Silverman (2011), furthermore, says that this improves the credibility of findings. By acknowledging contradictions I was utilising the case study approach to its full potential. 
To gain further understanding of each child’s perceptions of their transition experience I produced a large data profile poster for children. I pasted their personal dialogue from transcripts and notes into themes related to the research questions onto this card (See Appendix J). All coded data which was specifically connected to that child was pasted onto the poster into the sections: Perceptions of Maternelle, perceptions of Year 1, Maternelle likes, Maternelle dislikes, Year 1 likes, Year 1 dislikes, transitional changes, feelings about transitional changes and anything specifically missed about Maternelle. 
I used these large child profile posters as a stimulus for creating short vignettes for each child outlining their perceptions of Maternelle experiences, Year 1 experiences and what changes they associated with the transition and feelings towards these changes (see Appendix K).  This was an effective way for me to recognise common themes arising from children’s descriptions whilst gaining a deeper understanding of different perspectives associated with themes. This also enabled me to clearly highlight any anomalies. I also included each parent’s views and perspectives within these vignettes.
By combining the documented data in the child vignettes and the condensed A4 booklet I had produced it was possible for me to merge the categories into possible themes. The themes were as follows: Learning and work expectations, outdoor experiences, play experiences, creative experiences / creative choice, ICT, behaviour, rules and rewards, and environment and classroom set up. I explored all the different perspectives, that is to say, both the adults and the children’s perspectives, expressed throughout this project for each identified theme. This was valuable in exploring why both negative and positive opinions and feelings were expressed towards the same theme and how perceptions differed in relation to experiences of the two different settings. This final identification of themes, alongside reflection on the content of my literature review led me to the development of the following chapters, within which my findings are presented: 1. Physical influences on transition experiences: Environment and equipment. 2. Curricula and pedagogical influences on transition experiences: Constructions of classroom activities: Perceptions of play: Perceptions of work and learning. 3. Cultural and social influences on transition experiences: Rules, teacher expectations and rewards.  



[bookmark: _Toc482524400]Part 8: Summary
In this section I have explained how the literature reviewed informed my research questions and how these questions influenced my methodological decisions. I have provided relevant contextual information in relation to the setting and sample of participants. Furthermore, I have justified my chosen methodology. I have highlighted the advantages of a case study approach whilst also acknowledging the constraints of a small-scale study. I have addressed issues of credibility and dependability in terms of methodology and specific methods, and have been reflexive about my own position.  I have also provided a clear description of how methods were implemented, and reflected on the advantages and limitations of each method. Through the stages of analysis I have documented how themes emerged which in turn formed the basis for my presentation and discussion of findings.








[bookmark: _Toc482524401]Chapter 3: Presentation of findings
[bookmark: _Toc482524402]Overview
The presentation of findings is drawn from my analysis of the data which I collected throughout my research project. Below is a diagram that aims to provide a visual illustration of the research methods which were used to gain the views and perceptions of the children, parents and teaching staff. The data was collected, analysed and then combined in order to identify the themes, which will now be discussed in this chapter. Refer to Figure 3.1 below for an overview of research activities. 
Figure 3.1: Overview of research activitiesSemi – structured group interviews with Tom and Polly (puppets). Beginning and end of project.

Paired interviews with Tom and Polly about photographs taken.

	Photographs of Maternelle and Year 1– taken themselves.

Guided tours – using Tom and Polly of year 1 setting.
Playmobil – small world play and conversations.


Children
Photographs and feelings interviews with Tom and Polly.


Parents / teachers.

Semi – structured interviews.


Before presenting my findings I would like to draw attention to table 3.2 below. This table provides information on the age and gender of the children who participated in this study. Note that the age presented within is the age of the children at the commencement of the study. 

Table 3.2: Participant details 
	Name:
	Age:
	Gender:

	Bobby
	6 years 6 months
	Male

	Leanne
	6 years 11 months
	Female

	Katie
	6 years 3 months
	Female

	Isabelle
	6 years 6 months
	Female

	Sean
	6 years 2 months
	Male

	Jack
	6 years 11 months
	Male



Throughout the presentation of findings, there will be frequent reference to Tom and Polly, the puppets who were used during the research activities. 
Overarching research question: How do children describe their experience of the transition from Maternelle to Year 1?
Research questions
1. What are children’s perceptions of Maternelle and Year 1, and what aspects of each stage are reported to be most or least enjoyable?
2. What are parents and teachers’ perceptions of the children’s Maternelle and Year 1 experiences?
3. What changes do children associate with the transition from Maternelle to Year 1, and what do they think and feel about these changes?
4. What changes do parents and teachers associate with the transition from Maternelle to Year 1, and in what ways do they think these changes impact upon the children’s experience of the transition?
Throughout this chapter I will be continuously referring to different research activities. Please refer back to Table 2.2 in the methodology section for an overview of each activity.
I will now present the findings in relation to the main themes that emerged throughout the project. These themes will be presented in connection to the main factors reported to influence children’s transition experiences, as identified in the literature review.
Table 3.3: main themes to emerge from study
	Theme 1:
	Physical influences on transition experiences: Environment and equipment.

	Theme 2:
	Curricula and pedagogical influences on transition experiences: 
· Constructions of classroom activity
· Perceptions of play 
· Perceptions of work and learning.

	Theme 3:
	Cultural and social influences on transition experiences
· Rules and teacher expectations
· Rewards



[bookmark: _Toc482524403]Theme 1: Physical influences on transition experiences 
In relation to my research questions I will begin by presenting findings connected to participants perceptions of Maternelle and Year 1 environments, highlighting the most and least enjoyable experiences, and will then report identified transitional changes and associated feelings. 
[bookmark: _Toc482524404]Environment and equipment
Within the literature review the move to a new playground was found to be the most commonly reported physical change associated with early educational transitions. This was true of my study, as the children, parents and teachers all identified the new playground when asked to discuss transitional changes. 
In contribution to research questions 1 and 2, I found that all participants perceived Year 1 to be a bigger environment than Maternelle, specifically, the Year 1 playground was identified as being considerably bigger than the Maternelle playground. Whilst the children also reported having a bigger gym, bigger school bags and bigger dustbins in Year 1, their perception of increased size was more commonly associated with the playground. When asked to describe the Year 1 playground to Tom and Polly, Bobby reported; “it’s really bigger”, with Jack correcting “no, more bigger”, and Isabelle concluding “much bigger”. Whilst all children and some adult participants identified the change in playground size to be a significant transitional change, the adults reported contrasting feelings to the children about this change. I will now present the adults’ views towards this change which will contribute findings to research question 4. 
Sean’s mum and the Maternelle teaching assistant used strong language such as “intimidated”, “scared” and “frightened” to express how children might feel about transitioning to the new playground, due to its larger size, with the Maternelle teacher expressing similar concerns that the children would be “quite worried” about the Year 1 playground due to its vastness. In contrast to the perception of a vast Year 1 environment, Sean’s mum used the word “cocoon” to describe the Maternelle environment. The Maternelle teacher’s concerns about the vastness of the Year 1 playground were compounded by the fact that “unfamiliar” adults would supervise the children. She perceived this to be a significant change, explaining that, unlike in Maternelle, the children would not always know the teacher on duty in the playground. The teacher could also be from a different language section and may not speak English. The Maternelle teaching assistant shared these concerns and stated that “here, in the Maternelle playground, they can see us, their teachers, wherever they are, they can always see us”. She concluded that the children would feel “less secure” within the “more open space”. 
In connection to research question 2, the findings suggest that one parent and the Maternelle teacher and teaching assistant perceived the Year 1 playground to be a ‘least enjoyable’ experience. Interestingly, however, the Year 1 playground featured commonly when the children described their most enjoyable Year 1 experiences.  Isabelle’s excitement towards the Year 1 playground was apparent during a photograph interview, as she eagerly selected the following photograph (Figure 3.4) to discuss.
Figure 3.4: Year 1 playground (Isabelle)
[image: ]
“The playground”, she explained. “It’s got somewhere like a playground with a gate around it and the rest is to run and play tag”. When I asked whether she liked this playground she responded, “Yes, super”. She selected the same photograph during the photograph and feelings interview and chose a happy face to illustrate how she felt about it, explaining “because I like playing in it”.
During the final interview I asked the children whether they felt Tom and Polly would like the Year 1 playground, to which they all responded, “Yes”. It was agreed that this was because it was so big. Isabelle concluded, in relation to research question 3, that she perceived the move to the new playground to be “just a little change”, and she was sure Polly would find it “fun”.  Whilst Sean agreed that he particularly enjoyed Year 1 playtimes, with specific mention to playing football, he did explain that he missed a place to “chat” on this playground. See Figure 3.5 below:




Figure 3.5: Club House in Maternelle playground (Sean)
[image: ]
Sean informed me that this was a photograph of the clubhouse in the Maternelle playground and explained that sometimes he and his friends would choose their football teams in there, but that “usually we chatted around in there”. This was an important anomaly, as whilst Sean also enjoyed the Year 1 playground, and appreciated the large space to play football on, he was the only child to express a desire for smaller, confined spaces within the new bigger playground. 
The children were also excited by the wider range of equipment available within the new playground. During the photograph interview Jack showed Tom a photograph of the box of playground equipment and explained that he liked the Year 1 playground because it was bigger, but also because they had “loads of toys” to take out, and play equipment in the middle. Sean also related enjoyment of Year 1 playtimes to the large play equipment in the middle, and  Katie explained that she enjoyed the Year 1 playground “cos there’s more like swingy things”. Bobby reported that whilst he enjoyed riding the bicycles and scooters in the Maternelle playground he still preferred Year 1 playtimes because “we have funner games in the Year 1 playground”.
Although the children identified the Year 1 playground to be an enjoyable transitional change they perceived access to outdoor activities to have declined following the transition, which was related to negative Year 1 experiences. In both Maternelle and Year 1 the children had regular playtimes on the shared playgrounds, but in Maternelle each classroom also had its own terrace. The terrace was an outdoor area that linked directly to the classroom, so was a continuation of the classroom. The children recalled fond memories of the Maternelle terrace and some negative feelings were expressed towards the loss of this outdoor space.  When discussing transitional changes both Katie and Jack chose to talk about the photographs they had taken of the Maternelle terrace. See Figures 3.6 and 3.7 below.
Figure 3.6: BBQ on Maternelle terrace (Katie)              
  [image: C:\Users\charlotte\Dropbox\Photos\Kathleen - maternelle\CAM_0417.JPG] 

Figure 3.7: Maternelle terrace (Jack)
[image: C:\Users\charlotte\Dropbox\Photos\Kathleen - maternelle\CAM_0416.JPG]
Jack took the above photograph of the Maternelle terrace. He selected this photograph and reported, “We don’t have a thing (terrace) in front of our class...and we stay inside”. Katie and Jack then agreed that they enjoyed playing on the terrace and Katie drew my attention to the BBQ featured above, explaining “we were playing cooking sausages”. During the photograph and feelings interview Isabelle reported that Polly would feel “sad” about not having a house on the terrace, explaining further, “she’ll feel sad cos she likes the play house I think”.
When asked specifically if anything could make the transition to Year 1 more enjoyable for Tom and Polly, Sean suggested, “We could have a terrace and we could play on it”. Unlike playtimes, the Maternelle terrace had not been replaced with a similar or enhanced area. As reported by Jack, they now just “stay inside”. This final comment by Jack indicates that although these children had fond memories of the Maternelle terrace, it was not necessarily the terrace which they missed. Rather, they missed the opportunity to be outside. They have specific playtimes in Year 1 which they reported to be enjoyable, but once these were over they remained inside. In Maternelle, however, they experienced the freedom of ‘free flow’ between the classroom and adjoining outdoor area (terrace). 
To summarise, it was found in relation to research questions 1 and 3, that the children perceived outdoor experiences to be a positive aspect of both settings and identified transitional changes related to outdoor experiences. Reduced access to outdoor activities was perceived to be a negative aspect of the transition, while bigger spaces to play were associated with positive transition experiences.  The combination of a large space to play and a wider variety of equipment to access contributed to the children’s perception that the playground was one of the most enjoyable Year 1 experiences and a very positive transitional change. However, the fact that some adults expressed concerns that the larger Year 1 playground could be a very daunting transitional change, highlights the importance of gaining children’s voices in educational research.
The children’s recognition of  environmental changes related to the transition was not confined to the outdoors. Their descriptions of Maternelle and Year 1 experiences contributed to research question 1 as it was revealed that they generally perceived the Year 1 classroom to be a more formal environment than the Maternelle classroom. This was evident in the change in terminology used to describe the two settings. During the drawing conversation Bobby and Katie produced these similar drawings, illustrated in Figures 3.8 and 3.9, to portray their Year 1 experiences.
Figure 3.8: Bobby’s drawing of Year 1   Figure 3.9: Katie’s drawing of Year 1
[image: ]  [image: C:\Users\charlotte\Documents\Doctorate\children's drawings\Kathleen Y1 001.jpg]
Closer examination of these two drawings revealed that both children had labelled them with the term ‘work desk’. I was intrigued by the term ‘desk’, as in Maternelle we would always refer to this furniture as tables. Bobby explained, “This is our desks, I like to work on desks. We worked on tables in Maternelle, not desks”.  Although Bobby explained that work could be completed on either tables or desks, the labelling of the ‘work desk’ in Year 1 indicates that this piece of furniture was perceived to have one purpose, whereas the tables in Maternelle could have varying purposes. The association of Year 1 desks with work was further evident in Sean’s description of the tables / desks. He explained, “They don’t really look like tables, they more look like desks because they have those like things where you can put your folders”. He was referring to the drawers underneath the desks.
The perception of a more formal environment was connected to the identified transitional change of increased responsibility related to equipment. The children reported that they were now responsible for bringing their own pencil case full of stationery to school to use at their ‘work desks’. This became evident during the drawing conversation when Katie drew attention to the pencil case she had drawn on top of her desk. She stated, “they need to know they need a pencil case”. Although Bobby did not choose to discuss this, he had also drawn a pencil case on top of his desk.  Katie’s desire to share her knowledge about being adequately equipped for Year 1 continued throughout the project. She took a photograph of her pencil case sitting on top of her desk in Year 1, just as she had drawn in the previous activity. She then took Polly to see her pencil case during the guided tour and provided her with an in-depth description of the contents.
Excerpt from guided tour:
Me: – Ooh, what are you showing her?
Katie: – A pencil case.
Me: – Ooh, now who’s pencil case, is this your pencil case?
Katie: – Yes, well you need some pencils to put in and some, a glue stick, and you need like scissors and a pencil.
Me: – Oh, you’re showing Polly what she’ll need to bring.
Katie: – You really need a pencil but markers you sometimes need in case it has to be brighter and then here you need the, like er ruler.
Me: – Oh, a ruler.
Katie: – Because erm, like you have to do straight lines sometimes, or like if you don’t know how to count up to 20 it will help you a bit.  So yeah, that’s what you need --
Katie: – Yes, you mainly need a pencil case otherwise you can’t write and you can’t colour and things.
Me: That’s a bit different then isn’t it? Do you think it’s exciting to bring a pencil case to school or?
Katie: The first time I had a pencil case I was wondering what I need to put in and my mum said I needed a pencil or a pencil and all that.
Katie was aware that it was her responsibility to be adequately equipped and that failure to achieve this would affect her participation, as she would not be prepared for writing or colouring. When I asked the children about the differences between Maternelle and Year 1 Katie reported that in Year 1 it was necessary to have your own pencil case because they did not have shared classroom resources. She perceived the responsibility related to equipment to be a significant change that she associated with negative transition experiences. When asked if she was excited about bringing a pencil case, she diverted slightly and instead reported the uncertainty she felt about what should be in her pencil case. See transcript above for this interaction. The negative impact this identified change had on Katie’s transition experiences was evident during the photograph and feelings interview when Katie selected the following photograph to talk about, in Figure 3.10.
Figure 3.10: Pencil case on Year 1 desk (Katie)
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She picked up this photograph and selected a sad face to express how she felt about it, explaining “I felt sad when I just started Primary cos I didn’t have a pencil case yet because everyone else had it”. This quote validates the claim that, in Katie’s case, the responsibility related to being equipped for Year 1 had negatively affected upon her experience of the transition. Her recognition that she was the only child without a pencil case suggests that this experience had impacted on her sense of belonging to the new environment. Although she was now aware of the equipment needed, she was obviously unsure at first. I would suggest that this initial uncertainty, and the impact it had on her sense of belonging, illustrates why she found it important to inform Tom and Polly about the changes related to equipment.  
The children were also responsible for taking care of their own equipment in Year 1, which some children expressed concerns about. During the photograph interview Jack reported that you had to have your own pencil case in Year 1, but also pointed out “sometimes we lose things”. Bobby and Katie’s parents agreed (more strongly), that being responsible for equipment in Year 1 was a difficult change. Bobby’s mum reported that this “is a challenge for Bobby, he comes home complaining he hasn’t got the right pen, he hasn’t got, you know. You have to be more responsible for your stuff, which although he doesn’t complain it’s probably a struggle for him”. It is interesting to note at this point Bobby’s mum’s acknowledgement that this is her perception of the situation rather than direct information of how Bobby feels about this.
The responsibility related to equipment in Year 1 stretched beyond the need to have and take care of the stationery in your own pencil case. The children reported that they were now required to bring a much wider range of equipment to school. This became evident when the children referred to the “bigger bags” that were needed for Year 1, which Jack photographed; see Figure 3.11 below. 
Figure 3.11: School bag is hung on chair in Year 1 (Jack)[image: C:\Users\charlotte\Dropbox\Photos\Jay - Year 1\DSC02274.JPG]
Jack took this photograph of his bag hung on the back of his chair in Year 1, and chose to discuss it during the photograph interview. Close inspection of this photograph illustrates that his bag was bulging with what appeared to be a folder visible at the top. Jack reported that he had to have a “very big bag” in Year 1, with Katie then adding this was because “you need like to put more things in like reading folder, your homework, reading books, library books, need many things”.  This perception continued throughout the project.  During a Playmobil activity Isabelle explained, after selecting a big bag for a Year 1 pupil, “because we need to put our reading books, our homework and our blue books and our library books”. She clarified that in Maternelle “they don’t have that many things, just agenda and snack”. 
Sean’s mum perceived the responsibility of transporting a wide range of resources to school each day to be a negative aspect of Year 1 for her son, as she reported that he was “worried” about having the right things, and became quite “upset” if he thought he had forgotten something. She also reported that they were given the list of equipment they had to provide for their child too late, since this was distributed when school commenced in September and there was an expectation to get the listed items by, in some cases, the following day. Not only did she report that that was stressful for parents but expressed concerns that it could make the children quite “stressed”. This was possibly the case for Katie, whilst she did not report feelings of stress, she did relate the experience of not having the correct equipment on the first day to feelings of sadness. The Year 1 teacher agreed that parents should be notified sooner about the required equipment.
This section has revealed that as soon as the children arrived at their Year 1 class each morning they hung their own bag, on their own desk, and then accessed the equipment from their own pencil case. In essence, each child now had his or her own individual workstation. In order to work efficiently there they were responsible for keeping it sufficiently resourced in terms of equipment in their pencil case, and resources in their bag. This was a significant change, as in Maternelle the children simply accessed the pre-prepared shared resources, and there was some consensus between parents and children that the raised expectations related to responsibility of equipment were associated with negative transition experiences. 
 The children were aware that it was now their responsibility to be prepared (adequately resourced) for daily activities in Year 1. It was also reported that the daily activities they were to be prepared for were considerably different to what they had experienced in Maternelle. Within the next section I thus intend to explore the findings related to perceptions of classroom activity, the impact identified changes in activity had on learning, and the feelings associated with these changes.  
[bookmark: _Toc482524405]Theme 2: Curricula and pedagogical influences on transition experiences
In the literature review I reported how discontinuity related to the move from a play-based approach to learning in ECE settings to a more formal and structured approach in primary school had a significant impact on children’s transition experiences. This was evident in my study as the participants perceived classroom activity in Maternelle to be different from that of Year 1 which was commonly identified as being a significant transitional change.
[bookmark: _Toc482524406]Constructions of classroom activities 
I have reported how the children, and some parents, perceived Year 1 to be a more formal environment than Maternelle, in which children sat at individual desks to complete their work. Interestingly ‘work’ was a term that was used frequently by the children when describing Year 1 experiences. This became evident in the first interview when the children informed Tom and Polly about what to expect in Year 1. Sean reported, “We do like lots of work”, Katie agreed “we erm, like work” and Leanne confirmed, “it’s very strict about work”. Thus, in specific relation to research question 1, I found that the children perceived Year 1 to be a working environment. Moreover, the children reported that the Year 1‘work’ activities had replaced what they described as ‘play’ activities in Maternelle. This suggests that there was a significant change in children’s constructions of classroom activity following the transition. This was evident during the first interview, when I asked the children, in connection to research question 3, to consider whether they felt things had changed upon the transition to Year 1. Sean reported that there was “not much playing” in Year 1 and Katie specified; “we don’t play anymore”. Isabelle added that play had been replaced with specific work activities, explaining that “we don’t usually play a lot...erm...we usually write”.  She reiterated the perception that work had replaced play during the drawing conversation. See Figures 3.12 and 3.13 below. 

Figure 3.12: Isabelle’s drawing of Maternelle       Figure 3.13: Isabelle’s drawing of Year 1
[image: C:\Users\charlotte\Dropbox\SchoolWork\doctorate\children's drawings\Inira Mat 001.jpg]         [image: C:\Users\charlotte\Dropbox\SchoolWork\doctorate\children's drawings\Inira Y1 001.jpg]
Isabelle carefully examined the two drawings she had produced to consider what had changed from Maternelle to Year 1. On first glance I assumed that the activities portrayed in each picture were similar, as Isabelle had drawn a table / desk in each one.  Isabelle’s explanation, however, illuminates the finding that the children’s constructions of classroom activities were different for each setting. Isabelle stated, “It’s different that this is playing and painting (Maternelle), but that’s writing” (Year 1). Although there was a table / desk in each picture with stationery / equipment upon it, Isabelle confirmed that in Maternelle they were playing and painting at the table, whereas in Year 1 they were writing. The children perceived the desks in Year 1 to be associated with work, whereas the tables in Maternelle were associated with a wider range of activities. This information would have been unattainable from analysis of the drawing alone, which illustrates the value of obtaining the participants’ descriptions of their drawings.
During the photograph interview Isabelle compared the photographs she had taken of each setting and again concluded that it had changed because “in Maternelle we were playing and in Primary we are working”. Katie reached a similar conclusion. See Figures 3.14 and 3.9 below.




Figure 3.14: Katie’s drawing of Maternelle     Figure 3.9: Katie’s drawing of Year 1
[image: ]  [image: C:\Users\charlotte\Documents\Doctorate\children's drawings\Kathleen Y1 001.jpg]
The first photograph shows Katie herself in the Maternelle setting dressed up as a princess beside the computer. The second photograph shows Katie’s Year 1 working environment. She drew her desk and chair with her own pencil case on top of the desk, and she labelled it ‘work desk’.  She used these two photographs to determine what, if anything, had changed upon the transition to Year 1, and reported, “There’s no working in Maternelle picture”. She then concluded that “we don’t play that much now”. Katie later compared the photographs she had taken of Maternelle and Year 1 to again consider transitional changes, and reiterated, “working that will be a bit different because in Maternelle we like play games more, not really like school”. It is also interesting to note that Katie’s picture of Year 1 is very contained, with all her equipment sitting on top of, or next to her desk, whereas in the picture of Maternelle the objects are dotted around the picture. This appears to depict a contained working environment in Year 1 where activities are completed at desks, contrasted with a flowing environment in Maternelle where children move around the room to different activities. 
From this data it became evident that equipment and furniture were closely tied to constructions of work, as illustrated by Bobby’s observation and comparison of his two drawings, which are presented below (Figures 3.15 and 3.16):



Figure 3.15: Bobby’s drawing of Maternelle      Figure 3.16: Bobby’s drawing of Year1
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The drawing illustrated in figure 3.15 was of the Maternelle playground and featured a bicycle, a basketball net and a playhouse. The drawing in figure 3.16 is of Bobby’s desk in the Year 1 classroom. Bobby compared his drawings and reported that it had changed because in Year 1 there was no basketball, bicycle or house in the playground. He then concluded, “We have to do work and look we don’t play now”.
During the Playmobil activity the children began placing different resources into the replica settings of Maternelle and Year 1. Sean and Isabelle agreed to put the books they found in the Year 1 setting. When I asked whether we needed some books for Maternelle Sean responded, “Not really, because they can play they don’t really need to do handwriting”. This confirms that the children perceived classroom activities to have changed significantly from Maternelle to Year 1, and there was strong consensus that the Maternelle activities were play-based, whereas Year 1 activities were work-based. 
Since there was a strong consensus that work had replaced play upon the transition to Year 1, it is important to present findings about children’s perceptions of play and work, and in response to research question 3, the impact that identified changes in classroom activity had on their transition experiences. 


[bookmark: _Toc482524407]Perceptions of play
In relation to research question 1, I discovered that ‘play’ featured as a prominent response when the children recalled their most enjoyable Maternelle experiences.  These enjoyable play experiences were often contrasted by the children to the limited opportunities to play in Year 1, with lack of play being associated with negative Year 1 experiences. There was agreement between the children that they would appreciate more opportunity to play. This suggests that play was still important to them. In connection to research question 2, five out of the six parents also reported that they believed ‘play’ to have been a positive aspect of their children’s Maternelle experiences, with two parents suggesting that they thought their children possibly missed having opportunities to play now they were in Year 1.
Throughout the research activities Leanne consistently recalled fond memories associated with small world play in Maternelle, and it became evident that this type of play was still desirable to her.  She chose to draw the small world jungle animals in the drawing conversation (Figure 3.17), and then chose to discuss the photograph (Figure 3. 18) she had taken of these animals during the photograph interview.
Figure 3.17: Leanne’s drawing of Maternelle          
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Figure 3.18: Jungle animals in Maternelle (Leanne)
[image: C:\Users\charlotte\Dropbox\Photos\Louise maternelle\HPIM0011.JPG]
Leanne drew the picture above to portray her Maternelle experiences. At the top of the page she has drawn two jungle animals. She examined her own drawing and stated, “Jungle animals, I liked it”, and then concluded, “I would like jungle animals in Year 1”. When taking this photograph Leanne took the time to arrange the lion and lioness together and the tiger with the tiger cub. She then excitedly selected this photograph to discuss during the photograph interview. When I asked why she had selected this photograph, she recalled “because I liked them and they were very, very, very nice and I used to try to play with them nearly always”. Leanne chose the same photograph to discuss during the photograph and feelings interview and selected an excited face to demonstrate how she felt about the photograph. She reported that she was “excited to play” with the animals whilst visiting Maternelle that day.  Leanne consistently asked if she could play with the jungle animals in the Maternelle classroom once we had finished our research activities, which indicates that this was still an enjoyable experience for her. 
Katie also expressed fond memories of play-based activities in Maternelle. She drew the following picture (Figure 3.14) during the drawing conversation.

Figure 3.14: Katie’s drawing of Maternelle
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Katie wrote ‘dressing up’ at the top of her picture and carefully drew herself dressed up as a princess wearing a crown. She recalled how much she enjoyed dressing up as a princess. She expressed disappointment that she could now only dress up if it was Halloween or Carnival, explaining “I’d like to still dress up”. The activities portrayed in Katie’s Maternelle drawing were connected to the things she “liked a lot” -- the computer and dressing up -- and she reported that she felt “bored” because she could not play games on the Year 1 computer. She described, during the first interview, how she “loved” imaginative play with the small princess figures and Playmobil sets, and then concluded, during the final interview, “I miss playing”. She went on to suggest, “Tom and Polly won’t want to work all the time, it’s a bit bored”. 
The data presented above indicates that play was still important to these children and that they still desired the opportunity for play in Year 1. In an attempt to gather data towards answering research question 3, I felt that it was necessary to gain a deeper understanding of the children’s feelings towards the transitional change of reduction in play. I therefore asked the children how they felt about less opportunity to play in Year 1. Bobby simply stated it made him feel “bored”, and Sean agreed that he felt Tom and Polly would be “a bit bored” because they could not play as much in Year 1.  Katie stated, “I miss playing”, and explained that the reduction in play opportunities was “not a nice change”. 
The term “bored” was presented several times in the section above, and whilst the children appear to use this term differently, it was commonly used when referring to less enjoyable transition experiences. Within this section the children associated the term with reduced opportunities to play. The fact that the children highlighted reduction of play opportunities negatively suggests that they were frustrated by this; however, they selected to use the term “bored”. 
The claim that play was still important to these children was validated by their descriptions of the most enjoyable Year 1 experiences. In contribution to research question 1, there was strong consensus that the two most enjoyable Year 1 experiences were golden time and wet playtime. Golden time was explicit to Year 1 and was an allocated time when children were able to play or choose an activity such as drawing or reading. The children explained to me that they had groups in Year 1 and they could earn stickers; the group that earned the most stickers that week was able to participate in golden time on Friday. Wet playtimes were when they were unable to play outside due to weather conditions, so again, the children were allowed to play or choose an activity. Further investigation revealed that the enjoyment of these sessions was related to the opportunity to engage in play experiences that were reminiscent of Maternelle play.
Sean related his enjoyment of golden time to the fact that “you can do anything you want, erm like drawing”. Katie’s enjoyment was linked to the fact that “you can play”. Throughout the different research activities the children offered the following reasons as to why they enjoyed wet playtimes. Jack explained, “I like wet play cos we play Lego and Capla”. Bobby was simply happy to play, explaining, “You can play at wet play, I like it”. Katie agreed wet playtime was enjoyable “because you can play instead of just running around outside”. Isabelle explained that wet playtime was something she enjoyed, “because we are allowed to play and at other times we’re not”, and suggested that Polly would really like wet playtime “because it’s playing like Maternelle, and it will remind her about Maternelle”. This last comment from Isabelle indicates that children appreciated opportunities to engage in familiar play activities that were reminiscent of Maternelle. Both golden time and wet playtime provided the perfect opportunity for children to replicate their favourite Maternelle experiences. 
An interesting anomaly to recognise at this point was that whilst Sean recognised the reduction in play-based activities following the transition, he was actually more concerned about the lack of choice than the lack of play. Whilst the other children agreed that they missed the opportunity to choose between different play-based activities, Sean reported a lack of choice to be related to creative activities. He explained that even during Year 1 sessions when children were provided with an opportunity to choose, restrictions still applied, and he expressed regret during a guided tour that the drawer of art resources containing shiny paper and feathers could only be accessed by the teacher. Isabelle also informed Polly that creative activities in Year 1 were different to the creative experiences in Maternelle, explaining “It’s different, actually, because Mrs B tells us what to do, and in Maternelle it’s like we can decide what to do”. She then took Polly to the art and craft area of the classroom. Pretending to be Polly, she stated “ooh it’s like our art area in Maternelle”, to which she replied (as herself again), “it’s different because only when Mrs B says we’re supposed to use the materials”. Sean then added, “You can’t change, erm, the pieces of paper into another colour”. In sum, Isabelle and Sean agreed that all art activities in Year 1 had pre-determined outcomes; therefore, choice in materials was restricted since the teacher prescribed what resources were most appropriate for meeting the desired outcome. 
Whilst there was strong consensus that play was a most enjoyable aspect of Maternelle, that was somewhat missed in Year 1, feelings expressed towards the work which was perceived to have replaced play were more complex. I will now present in detail the participants’ perceptions of what construed a ‘work activity’ in Year 1 and what their feelings were towards such activities and the associated learning.
[bookmark: _Toc482524408]Perceptions of work and learning
When describing classroom activities in Year 1 Sean explained, “we do like lots of work”. When I asked for a clarification as to the kind of work, he specified “handwriting”. Isabelle added, “Well we do maths...and we usually write”. Leanne reported that Year 1 was “very strict about work”, and explained, “When I first came I was not very good at leaving spaces in some words”. She concluded that this was something Polly would need to learn. Isabelle then concluded that the “writing in story books” had replaced play in Maternelle. The evidence above suggests that maths and writing were both ‘work activities’, which the children agreed had replaced play. There was further consensus between the children that writing in Year 1 had also replaced Maternelle art activities, such as drawing and painting, as reported by Isabelle when comparing her two pictures during the drawing conversation. She concluded, “this is painting and playing (Maternelle) and this is writing” (Year 1). 
The shift from art activities in Maternelle, to writing in Year 1was again identified during the Playmobil activity. Jack, Isabelle and Sean worked together to select equipment to place in the replica Maternelle and Year 1 settings.  They selected paints and paintbrushes to place on a table portraying Maternelle, and Sean explained that they did very little painting in Year 1 and, because of that, they were not putting paints in there. Then they placed writing pencils on the replica of a Year 1 table and Sean drew a letter ‘s’ on the little whiteboard, explaining that it was a handwriting session and the children had to trace the letters.  This data confirms that the children agreed that drawing-based activities had been replaced by writing-based tasks. It also emerged, however, that the shift from drawing to writing was connected to the fact that drawing was not considered to have the same status as writing.
The status of drawing in Year 1 was highlighted by Sean during the drawing conversation when he reported that “we have to do drawing and writing in Year 1, not just drawing”.  He explained how his Year 1 news book was divided into two parts, one for drawing and one for the accompanying writing. This suggests that Sean had developed an understanding that drawing alone was no longer acceptable, and that it had to be enhanced with writing. The understanding that writing was expected in Year 1 was evident once more during the drawing conversation, when Leanne produced a piece of writing. See Figure 3.19, to portray her Year 1 experiences.  



Figure 3.19: Leanne’s writing about Year 1
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For this research task the children were asked to draw two pictures, one to portray their recollection of Maternelle experiences, and one for current Year 1 experiences. As requested Leanne drew a picture of her Maternelle experiences. When portraying her Year 1 experiences, however, she deemed it more appropriate to do so in writing. From the onset of this research Leanne reported drawing to be an activity which she associated with Maternelle, and not Year 1. During the first interview she revealed how she was reluctant to go to school when commencing Year 1 because, she “liked to do lots of drawing at home”, and perceived there to be little opportunity for drawing in Year 1. Leanne clearly enjoyed drawing at home and missed such opportunities within the Year 1 setting.  Moreover, the writing she produced during the drawing conversation suggests that she was in agreement with Sean, that writing was perceived to be the most appropriate way to communicate ideas in Year 1, indicating that writing was accredited higher status than drawing. 
I have revealed how the children’s descriptions of Year 1 work activities were limited to literacy and numeracy. Furthermore, it was evident that their descriptions of literacy work were limited to writing. Reading, on the other hand, was not described as work. On the contrary, it was often described as an activity that was available once ‘work’ had been completed. Jack informed me that they could read books in Year 1 “if we don’t have anything to do anymore”. Leanne then reported that “if we do very good things (when working), sometimes, we can always read a book”. 
Katie took Polly to the Year 1 reading area during a guided tour. The following conversation took place between the two participants. 
[bookmark: _Toc482524409]Excerpt from guided tour transcript:
Katie: – That’s for after work (the reading area).
Bobby: No, we’re not allowed to choose from here.
Katie: – No, cos they’re like just the top shelf, it’s after work and when you’ve done enough work your allowed to read a book or erm, but you have to like really read it you don’t just look at the books.
Me: – Okay. 
Katie: – You really read it.
Me: – Right.
Katie: – You have to learn to read you, I can’t read any of them, I can just read, I can only read erm the books that say read it yourself.
Katie described the Year 1 reading area as a place that could be accessed “after work”, which validates the claim that reading was not considered to be work. The children were still aware, however, of increased expectations associated with reading books in Year 1. As reported by Katie, “You have to like really read it; you don’t just look at the books”. Therefore, whilst reading was not defined as a ‘work-based activity’ in Year 1 the children were aware that ‘reading properly’ was the appropriate pupil behaviour. In order to adopt this appropriate behaviour they had to ‘learn to read’, rather than simply looking at books. This suggests that reading words was accredited higher status than the ability to derive meaning from pictures, and resonates with the earlier finding that drawing was considered inferior to writing. This finding highlights some interesting tensions; while the children perceived reading to be an enjoyable activity to engage in once the business of work was over, their understanding of the need to read the words properly contests the reading for pleasure perception. These tensions will be explored further in the discussion of findings section. 
Although completion of work would often earn the children access to the reading area, restrictions still applied. These were related to the children’s ability to “read properly”. Katie reported that she could only choose books from the “read it yourself section”, as these were appropriate for her current reading level. If she were to choose a book from another section she would run the risk of not being able to “read properly”. Bobby appeared to share Katie’s understanding that the choice of reading books was restricted by reading level. During a guided tour Bobby took Tom to the reading area. “These are the reading books we get”, he exclaimed, whilst waving a book at Tom. Interestingly, he then paused to look at the book in his hand and stated “but, oh, it’s not on my level”. He was just about to return the book to the shelf, when he paused shortly and then clarified, “oh yeah this is my level, I made a mistake, this is my level”. Bobby was keen to show Tom one of his own reading books, and therefore it was essential for him to ensure he selected a book that was at the appropriate level for him. This illustrates children’s internalisation of what it means to be a pupil in Year 1.
In response to research question 3, the children identified significant changes in classroom activity and approaches to learning. Play activities were perceived to have been replaced with work activities, and there was general agreement that writing and maths were the most frequently experienced work activities. Drawing was not considered a work activity and was therefore replaced by writing, which was considered a more appropriate and higher status activity for Year 1. Although writing activities were commonly described as ‘work,’ reading activities were not categorised as work. The children did, however, consider there to have been a significant change in relation to reading expectations. Reading of words was reported to be essential in Year 1 and was suggested to have replaced the looking at books (picture reading) in Maternelle. 
Although parents did not specifically comment on work replacing play, they did report, in relation to research question 4, specific changes in classroom activity. Isabelle’s mum commented on “the sudden need to learn in a much more structured way”, with Jack’s mum describing the Year 1 environment as being “much more academic”, and Sean’s mum using the term “more formal”. Similarly the Maternelle teaching assistant described Year 1 as being a “more formal” setting with “more structured” activities, and the Maternelle teacher agreed that she believed the approach to learning in Year 1 was “quite formal”, with an expectation to “do much more formal work”.
The finding that reading was not described as a Year 1 work activity, but was still associated with increased expectations following the transition, intrigued me. Thus, I began to scrutinise the data more closely to determine the children’s experiences of reading during the transition. 
In connection to research question 1, reading was commonly described as one of the most enjoyable aspects of Year 1, and the children were disappointed if they failed to complete work, as they would then be denied access to the reading area. See Jack’s photograph (Figure 3.20) of the Year 1 reading area, which he was keen to discuss during the photograph and feelings interview.
Figure 3.20: Year 1 reading area (Jack)
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Jack took this photograph of the Year 1 reading area and selected it along with an excited face during the photograph and feelings interview.  He explained, “It’s of reading books and if we, we, don’t have anything to do anymore, we’re excited, we’re happy, we can read some books”. It is relevant to point out that Jack would always ask if he could spend some time in the reading area in Maternelle when he came to do the research activities. He also spent a considerable amount of time reading to Tom during the guided tour. He told me on more than one occasion that he really enjoyed reading but reiterated that this was restricted to when other work was finished. As revealed earlier, Jack’s mum reported that he displayed negative feelings towards Year 1 work due to the frustration he experienced when he failed to finish his work. The data suggests that this frustration could be linked to his love of reading, since he was aware that he would only get to read once work was finished. Leanne also reported reading to be an enjoyable aspect of Year 1, but was equally aware that opportunities to read were restricted by work expectations. She reported, “I like doing work cos if, if we do very good things sometimes -- nearly, we can always, we can read a book and I like reading”. Reading would not, therefore, be possible if ‘good work’ was not achieved within the period. This data illustrates how these children were intrinsically motivated to read, but were frustrated by the limited opportunities to read in Year 1, which, in Jack’s case, left him to seek out his own opportunities to read. It also illustrates a contradiction in the sense that the school was simultaneously promoting reading as a pleasurable, rewarding activity, whilst also devaluing it as not being as important as ‘real work’. 
Bobby agreed that reading was an enjoyable Year 1 activity, however, he also revealed how Year 1 reading expectations were having a negative impact on his enjoyment of books. During a guided tour Bobby informed Tom that he enjoyed reading and taking reading books home, but he expressed disappointment that the school reading requirements were affecting his reading for pleasure at home. He explained, “Our dad can’t read us any stories unless we finish our book”. He then concluded that he preferred his own storybooks to the school reading books. 
To summarise, it would appear that the children were excited and motivated to read, and reading was agreed to be preferable to the ‘work activities’. In Maternelle the children had regular opportunities to access the reading area regardless of their ability to complete work. On arrival to Year 1, however, their access to books was reported to be linked to their ability to complete work, which was, in turn, associated with feelings of frustration. I would suggest that the heightened reading expectations experienced during the transition were having a negative impact on children’s enjoyment of books. The children had developed an understanding that reading words took priority over any other type of engagement with books. This affected the range of books available to them as it was reported they must “read properly” and not just look at the books. The children appeared to accept this change and perceived it to be their responsibility to improve their reading in order to access a wider range of books. 
I have begun to determine children’s attitudes towards reading associated with the transition from Maternelle to Year 1. In connection to both research questions 1 and 3, I will now explore the children’s attitudes towards the work activities, which they reported to have replaced the play experiences of Maternelle, and thus their feelings towards this transitional change. 
Year 1 was without doubt perceived by the children to be a serious working environment, however, work activities were associated with both most and least enjoyable experiences. Handwriting was commonly reported to be an enjoyable Year 1 activity whereas maths activities were more commonly associated with negative Year 1 experiences. 
Although handwriting was generally perceived to be more enjoyable than maths activities the perception of enjoyment diminished when the children considered the task too lengthy. During the photograph and feelings interview Bobby selected the photograph of his handwriting book and selected two feelings faces to accompany this, bored and happy. He reported he was bored because, “sometimes Mrs B tells me to do, er, lots of handwriting”, but he was happy about handwriting when “I’ve finished my other work”. Throughout this project Sean was consistent in his view that handwriting was an enjoyable Year 1 activity. During the photograph and feelings interview, however, he selected two emotions to represent his feelings towards this activity, happy and sad. He then recalled, “When we’ve done something for a really long time I really just want to stop”. 
The children continued to associate work activities that were perceived as being too difficult or time consuming with less enjoyable experiences. During a guided tour of the Year 1 classroom Bobby was eager to show his maths book (referred to as Intermaths) to Tom and explained, “I don’t like maths more than handwriting, erm because, it’s difficult to work out the maths”. Katie agreed, “I don’t like maths, it’s more like difficult”. Bobby also reported how he disliked maths activities when he considered them too lengthy. He selected the photograph below (Figure 3.21) to discuss during the photograph interview. 


Figure 3.21: Year 1 maths book (Bobby)
[image: ]
Bobby explained that this photograph was of a Year 1 maths book. When I asked him to tell me more about the maths book he simply stated, “I don’t really like it because it’s longer than the workbook” (handwriting book).  Leanne instantly agreed with this statement, simply confirming with a “yes”. Bobby’s negative feelings towards lengthy maths activities were reiterated in the photograph and feelings interview. He selected the same photograph and reported, “I’m bored with maths sometimes because it takes a long and long and long and long”. Similarly, during a guided tour Leanne and Sean both selected a maths book and agreed that Tom and Polly might find maths “boring”. Leanne stated, “I don’t really like maths, all we do is sums”, and drew Polly’s attention to what she considered to be the “boringest page”. Sean eagerly followed Leanne’s lead, identifying what he considered “the boringest one” (page). After a pause for reflection, Sean then concluded, “I don’t think it’s boring, erm, this page was tiring”. At this stage, it seems that Leanne perceived maths work to be “boring”, not only if it was too lengthy, but also if she found it repetitive. It was interesting to see Sean reflect and shift his perception of maths from “boring” to “tiring”. He was keen to demonstrate that whilst he did not necessarily agree with Katie that the activities in this maths book were “boring”, he did still find them “tiring”. Sean’s perception of “tiring” could also be associated with the length and difficulty of the task, as both longer and more difficult tasks would require more concentration and effort, consequently leading to ‘tiredness’. 
The negative feelings towards both difficult and lengthy work appear to be connected to work expectations. The children reported the necessity to “get it right” in order to meet expectations and reduce the risk of having to erase work and start again. This was evident during a drawing conversation when Leanne reported that she enjoyed handwriting in Year 1; “I like it cos we learn how to write”, but then added “but I’m a bit sad cos Mrs B says my S’s are too big”. Although Leanne was excited by the prospect of learning how to write, she was equally disappointed when she felt she had not met the specific expectations. This disappointment was something she took home with her, as her dad confirmed during our interview that Leanne was “concerned that her S’s were too big”. Leanne then reiterated her concerns during the photograph and feelings interview when she selected a worried face to accompany the photograph of her Year 1 writing book. When I enquired why she felt worried about her writing book she explained, “Because, erm sometimes I do it wrong”. It emerged that the children’s concerns related to ‘getting it right’ were connected to the consequences that they would face if they did it wrong. This first became evident during the drawing conversation, when Isabelle offered the following explanation about her drawing, pictured below (Figure 3.13):
Figure 3.13: Isabelle’s drawing of Year 1
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She reported, “I’m drawing when we are writing in our story books / news books”.  She then added, “I hope Tom and Polly do it right or they have to rub it out”. These consequences were of similar significance to Katie.  During a guided tour of the Year 1 classroom Katie took Polly to the teacher’s desk and explained that this was where they had to line up to show the teacher their work. She reported that the teacher would decide if you had to “correct” anything. She concluded that this could be a negative transitional experience for Tom and Polly because if Mrs B were to tell them to start their work again they would feel “bored”.
 Specific to research question 3, the increased difficulty in classroom activities ‘work’ was reported by  Bobby and Katie to be a significant transitional change, with Katie specifying that, “it was more difficult at the start”. Sean reported, during the drawing conversation, that he found the maths in Year 1 hard. In fact, he could only recall one page of the maths book that he found easy. During the final interview, I asked the children to conclude what they felt had changed the most from Maternelle to Year 1, and Katie simply stated “difficult work”, with Bobby exclaiming, “Katie said what I wanted to say”. However, at no time during this study did any of the children request easy work in Year 1. This was evident when Sean reported that he preferred work that was not too easy or too difficult but “just in the middle”. 
Parents also raised concerns, in relation to research question 4, about what they perceived to be an abrupt change in classroom activity and approaches to learning. Isabelle’s mum reported that it became more “academic” in Year 1 and explained, “I think it was a short transition to that, I just noticed it was very sudden”. She concluded, “I don’t think it needs that much of an abrupt change, I think that the transition should be a more gradual one”. Jack’s mum agreed it was quite a jump to the more structured approach to learning. She reported, “Well for me it’s obviously much more academic now.  I think it was, it was quite a short transition to that”.  She then concluded, “It’s a huge difference, huge difference”. 
The Year 1 teacher explained that the children struggled to finish tasks and often complained, saying, “I don’t want to do anymore”. The teacher went on to reveal that the children did not adjust to the new way of working until Christmas time. 
During the final interview I asked if anything could improve the transition for the children who would be moving to Year 1 in September. Isabelle responded, “A bit easier work”. Katie stated that it should be a little easier in Year 1 to begin with because, “people are still like just 5 and 6 so erm, they’re still very small to understand and they’re too young”. Jack added that he thought the work should start easier and get progressively harder in Year 1 and Year 2 explaining, because “in Year 3 we’re growing up”.  Throughout the research activities Bobby repeatedly expressed negative feelings towards Year 1 work which he considered difficult and lengthy, and therefore “boring”. He concluded in the final interview however, “I’m quite happy to do more work”. This data suggests that these children had a mature attitude towards the increased expectations of Year 1 work. They, however, also had strong opinions about the pace at which this expectation was presented to them, and felt that the increase should be more gradual than was currently the case.  Moreover, Katie and Isabelle reported that Year 1 maths was perceived to be less difficult, and therefore more enjoyable, when they were given the opportunity to build on existing knowledge through familiar activities. To my surprise, Katie, who had shared her dislike of maths during a guided tour then selected a happy face to portray how she felt about the photograph she had taken of the maths display in Year 1. Katie’s justification for this anomaly was that she enjoyed counting up to 100, “because it’s easy, cos I could already count up to 20”. Since this task was considered easier, it was therefore more enjoyable; however, it is revealing that Katie was also enjoying the fact that it allowed her to use existing knowledge. 
Isabelle, unlike the other participants, did not display negative feelings towards maths activities at any point. When describing enjoyable maths activities in Year 1, however, she also selected counting. She explained that she was excited about the maths in Year 1 because “I like doing maths because we learn how to count up to a lot and it’s fun”. The challenge of learning to count to a higher number was an exciting challenge for Isabelle and this enjoyable aspect of maths enabled her to build on her existing counting skills. She had learned how to count, and was now eager to learn how to count to a higher number. She also revealed that she “liked adding”, but expressed concerns that Tom and Polly might not like maths because “you have to take away and it’s difficult when they first come, if you don’t know that minuses exist”. Once again, this confirms that Isabelle perceived familiar activities to be ‘easier’ and consequently more enjoyable.
The Maternelle teacher agreed that the play-based approach of Maternelle was quickly replaced by a more formal approach of doing work in Year 1, and although she felt the children might be excited by the prospect of doing this “real work”, she was concerned that the novelty might wear off. She went on to argue that she believed; “there’s room for play-based approaches in Year 1”, which she suggested would aid continuity during the transition. One Maternelle assistant agreed that, as some of these children were still only five when they moved to Year 1, they would still benefit from more access to exploratory, play-based learning experiences. Interestingly, the Maternelle teacher and teaching assistant were the only participants to suggest that  learning in Year 1 could be achieved through play-based activities. The Maternelle teaching assistant explained that learning was achieved through play but it was perceived to be less “formal” and more “fun”, and thus she suggested that “the children did not always realise they were learning”.
The parents did not share the children’s view that continuity could be achieved by providing easier activities at the beginning of Year 1 and then slowly increasing the difficulty, or the views of the Maternelle staff that continuity could be achieved by building on familiar experiences. Instead, some parents suggested increasing the difficulty of work in Maternelle in order to prepare the children for Year 1. Although Isabelle’s mum suggested that the transition to a more structured approach to working should be introduced more gradually, she concluded “but that doesn’t necessarily mean softening the approach in Primary 1, but maybe it means learning more in Maternelle”. Bobby’s Mum agreed that “stepping things up a bit” in Maternelle would help prepare the children for the higher work expectations of Year 1.  
 When work was reported to be an enjoyable aspect of Year 1, it was sometimes connected to opportunities for learning. Leanne connected her enjoyment of handwriting to learning new skills and explained how she had been excited to begin Year 1, because she wanted to learn how to read and write. Similarly Bobby reported that he enjoyed ‘work’ in Year 1 because he “gets to learn more things”, Isabelle enjoyed work activities because she wanted to learn more and “get quicker into an adult”. This last statement indicates that Isabelle was keen to achieve a change in status of being more grown up which she related to learning new skills.  Interestingly four out of the six parents identified change in status to be associated with their children’s most enjoyable transition experiences. When aiming to obtain data for research questions 2 and 4, I asked the parents what they felt their children enjoyed most about being in Year 1, and what was a positive aspect of the transition for them. Isabelle’s mum suggested “I think she likes the fact that she’s a primary child – progressing and moving up”. Jack’s mum agreed that she thought he liked feeling like the “bigger kid”, and Bobby’s mum simply stated that Bobby was “proud” of being in Year 1. Bobby’s mum linked the grown up status to the expectation to complete “homework”, and whilst Katie’s mum felt that she did not enjoy Year 1 work and “hated” homework, she believed that her recognition that she was now progressing with her reading made her feel “more grown up”, and consequently “happy”. 
Although the data revealed that the children enjoyed play experiences in both Maternelle and Year 1, and that play was still important to them, the desire to learn presented above was found to contest the desire for more play.  Whilst the children agreed that there should be more opportunities to play in Year 1 they had differing views on how much play there should be. Leanne simply wanted “more play”, but Sean suggested “a little bit more play”. Isabelle felt it was more appropriate to have just “one play” session. It emerged that the children were concerned that too much playing in Year 1 would disrupt the important work, which could subsequently inhibit learning, as they had developed an understanding that learning was best achieved through work. 
Whilst Katie expressed preference for Maternelle over Year 1, because “you don’t have to work so much”, she concluded “but in primary we learn more”. Isabelle reported during a guided tour that she enjoyed working in Year 1 because this work would help her “go quicker into an adult”. She still suggested, however, that it would be good to play more in Year 1, but concluded that “a little bit of playing and a lot of work” would be the best solution. It started to emerge that the children’s desire to work came from the knowledge that it was good for them and that it was helping them on their way to being an educated grown up. Their desire to work did not necessarily occur because they enjoyed it. Thorough scrutiny of the data revealed this the case for Bobby, who expressed complex and contradictory feelings towards work and play.  While Bobby expressed concerns that Tom and Polly might be “bored” about having to work instead of playing, he reported that he still felt good about this change because when he played all the time he got bored. He still reported, however, that golden time was enjoyable because he could play instead of working, but interestingly then concluded that whilst he really liked golden time “mostly I like work”. When asked, during the final interview, if there should be more opportunities to play in Year 1, Bobby was the only child to initially reply “no”, however, he then paused, re-considered, and concluded, a bit of play would be okay, but “not too much”. He explained that if play replaced work “we won’t learn anything”. The data indicates that whilst Bobby enjoyed both play and work, he became “bored” with too much of either, but he was also expressing concerns that increased play might have a negative impact upon his learning. 
The parents appeared to perceive a distinction between learning and play, with Bobby’s mum reporting that whilst Bobby enjoyed playing in Maternelle, he was equally enjoying learning in Year 1. Jack’s mum reported that following the transition, Jack missed “the freedom to play”, and she suggested that play in Year 1 “should be phased out gradually, rather than so suddenly”. This desire indicates that she had concerns over the inclusion of play into the primary curriculum. The data appears to suggest that this may be connected to the distinction made by parents between play and learning, as they perceived learning to have replaced play, therefore leading to the perception that learning could not be achieved through play. If learning is not achieved through play then there would appear to be no place for play in Year 1.
The children’s excitement when recalling enjoyable play experiences was tinged with a sense of regret that these were no longer available. Although they suggested there should be more opportunities to play in Year 1, they had accepted that this was not possible, as learning must take priority, and they were eager to learn. They were ultimately willing to sacrifice their desire to play in order to enhance their learning and climb the educational ladder. This acceptance, however, came with the mature suggestion that they could still play more regularly in Year 1 if work continued to be the most prominent activity. They were happy to engage in just “a little bit of play and a lot of work”. Their desire to play was still so strong that they were searching for mature solutions that would enable them to both play and learn. Once again, this highlights that the children, the Year 1 teacher and parents all perceived there to be a strong distinction between play and learning. This distinction appears to influence the view that Year 1 should be an environment for work and not play. As suggested by the Maternelle assistant, “the children do not always realise they are learning” whilst playing. Therefore, they were unable to justify the place of play in Year 1, because although it was enjoyable, its value was questionable. It would appear that only the Maternelle staff recognised the valuable learning opportunities in play.  The Year 1 teacher explained that the children experienced a “big change” upon the transition to Year 1 because they did not have the “freedom” to choose another activity or play-based task if they needed a break from a “difficult” work task.  However, due to the small size of the Year 1 classroom, being the only adult with twenty-eight children, and the prescriptive “curriculum demands” of Year 1, she felt that she did not have the opportunity or space to provide play-based activities such as “wet areas and sand areas”. 
The children’s distinction between play and learning was further influenced by the Year 1 timetable. The children were aware that play in Year 1 was only available at wet playtime, which was an established break time from work, or it was a reward that had to be earned. ‘Play activities’ were therefore never included as part of normal sessions. Golden time, if earned, was always allocated to Friday afternoons when work was finished and was not in any way linked to other learning activities. The children were gaining a deep understanding that play was a break from, or reward, for completing work, and it was thus only available when learning had been achieved. 
Within this section I have revealed how access to play was linked to the reward system.  I now intend to explore the impact this reward system and the associated rules had on the children’s experiences of the transition. 


[bookmark: _Toc482524410]Theme 3: Cultural and social influences on transition experiences
[bookmark: _Toc482524411]Rules, teacher expectations and rewards
Analysis of my data revealed that the rules associated with Year 1 were, in connection to research question 1, perceived to be an integral and important element of this setting. The children agreed that it was important to know and adhere to these rules, and were eager to share their knowledge of them with Tom and Polly. In fact, four out of the six children all took the same photograph (Figure 3.22; featured below) of the Year 1 rules.
Figure 3.22: Year 1 rules
[image: ]
This photograph, as explained by Katie, was of “the rules”. It was on display in the Year 1 classroom.


The rules displayed on this poster were as follows:
· Listen to the teacher
· Put your hand up when you want to speak
· Tidy up when you’ve finished work
· Work quietly
· Line up sensibly with your partner
· Play nicely during wet play and tidy up.
The other two children did take a photograph of the rules, but it was a photograph of this poster between the two wall displays (not a close up). Both Leanne and Katie selected the photograph of the rules to discuss during separate photograph interviews, and whilst doing so they both began to recite these rules. The children clearly perceived it to be important to know these rules. When I enquired as to why Katie had selected this photograph to share with Polly, she explained, “because so she would know all the rules”. She then suggested that it was important to know these before arriving in Year 1. 
Although the children agreed that it was important to know and adhere to these rules they expressed some concerns about their ability to do so. During the photograph and feelings interviews both Katie and Jack selected their photograph of the rules and chose the worried face to portray their feelings towards these rules.  Katie explained that her decision to select the worried face was because “I don’t know if I do them correct or something”. The rules appeared to almost define Year 1 for Jack, as he stated “look these are the rules you have to do, these are the only things you have to do, nothing else than the rules”. He then expressed similar reasons to Katie regarding why these made him feel worried, saying “because, if I don’t really, erm, know the rules, or I forget or, if I did them wrong, then I feel a bit worried”. 
The children made connection between the classroom rules and meeting teacher expectations, and the data revealed that the children were keen to meet teacher expectations but again worried about their ability to do so.  During the final interview Katie suggested that the children moving from Maternelle to Year 1 would benefit from seeing photographs of Mrs B “being strict, being nice and being a bit upset so that they know how she will be”. This confirms that Katie believed it was important to meet the teacher’s expectations to avoid seeing her “a bit upset”. Leanne agreed during the photograph and feelings interview that she felt worried about her photograph of Mrs B and explained, “Because, erm sometimes I do it wrong”.  
It also emerged that some children believed it was important to know and meet the teacher before the transition, and also to find out the expectations of the teacher. During a photograph interview Jack selected a photograph of the Year 1 teacher and explained that it was important for Polly to know who her teacher would be. Katie observed Jack’s photograph of Mrs B and commented, “I’m a bit shy”. When I enquired why this was she added; “well, because I didn’t know anything about it yet, I didn’t know if we had rules yet or anything yet”. The discussion that followed revealed that Katie felt less anxious after she started Year 1 because “Mrs B told me the rules”. Although Katie had met Mrs B during the visit from Maternelle, she did not, at that point, find out the rules, and unbeknown to me as her class teacher at the time, not knowing the rules had been a cause for concern. This ties in with Katie’s concern to have the right equipment in her pencil case, and indicates that Katie had grappled for some time about not knowing what she had to do to make sure she was able to perform properly in Year 1. She wanted to get it right and knowing the rules appeared to relieve her anxiety. 
Although the children described new rules and meeting teacher expectations as being pivotal to their transition experiences, one Maternelle teaching assistant drew my attention to differences related to child-teacher relationships, which in contribution to research question 4, she felt would be a significant transitional change. She explained that she thought Year 1 would feel very different to Maternelle from “day 1”, due to the fact that in Maternelle “we’re very informal, we’re called you know by our first names”. She explained further, “in Maternelle the children are all sort of you know, feel like they’re part of a family, then suddenly they go into primary and it’s like instead of saying Abigail and Chloe (pseudonyms for Maternelle teacher and teaching assistant), it’s you know Mrs. C or Mrs, J”. The Maternelle teaching assistant not only thought that this was a significant change, but she appeared to believe that the different way of addressing the teacher contributed to the ethos of the Year 1 setting, explaining “that automatically makes them sort of think oh, this is very serious isn’t it”. She concluded that whilst she did not think it was necessary for children to call their Year 1 teacher by their christian name it was a change that the teacher should be aware of, because “it must seem like suddenly it’s stopping and something very different is starting in primary”. 
Returning to research question 1, it was found that in contrast to the perception of rules forming an integral part of the Year 1 environment, rules were not mentioned by the children when recalling their Maternelle experiences.  When asked the question “did we have rules in Maternelle?”  Katie replied “erm, not many”, and Bobby recalled “erm, we had a few”. Interestingly, classroom rules were also prominently displayed in Maternelle. In fact, one third of the large whiteboard in the class was taken up with photographs of the class rules. The Maternelle teacher discussed, with the children, what rules were necessary in the classroom.  The teacher then took photographs of children in the class acting out the rules and displayed these on the board as a constant visual reminder.  Despite this focus on generating and displaying the rules, no children took a photograph of these. Further exploration of the data would lead me to conclude that the prominence of Year 1 rules was related to sanctions, as the children could not only recall the rules but constantly associated these rules with sanctions. The rules therefore became more meaningful, as the children understood that in order to avoid unpleasant sanctions it was essential to learn and abide by the rules. For example, Isabelle reported during the first interview that if they were speaking during work time they might have to stay in and miss a playtime. She then explained, during the drawing conversation, that if they were noisy they would get their name put on the board. Consequences of failing to adhere to the rules and the feelings arising from this were then acted out during a Playmobil activity. Jack kept one boy inside whilst the other children were playing outside; Sean observed this and stated, “It looks like he’s staying in for play”. Jack agreed he was, and explained further, “Cos he’s been naughty”. Sean and Isabelle then discussed that this could be because he had been talking, with Sean clarifying to me that “sometimes you, erm when you’re talking you stay in for play”. Sean felt the boy who had to stay in at playtime during this scenario would feel “quite bored”. During the guided tour, Jack reported that staying in at playtime due to failure to finish work could “feel a bit lonely”. The negative connotations of “bored and lonely”,  provide an indication of why children might be anxious about knowing, and consequently adhering to the rules. 
The data so far have illustrated how important it was for the children to comply with the Year 1 rules in order to avoid sanctions and meet teacher expectations. The desire to know and comply with rules also appeared to be connected to belonging and becoming a pupil. This became clear during the Playmobil activity when Jack explained that the boy who was facing a sanction, due to his failure to work quietly had been “naughty”. I would suggest that a child who is labelled naughty would consequently struggle to achieve a sense of belonging, which could be a worrying concept for the children. This became even more evident when I asked the children, “Is there anything you think Tom and Polly might not like so much about Year 1?”
[bookmark: _Toc482524412]Excerpt from first interview:
Leanne: We also actually have a good book for people who are very good and a bad book. She might not be very happy being in the book.
Me : No that’s something they might not like, ok anything else they might not like about Y1?
Bobby: It’s the golden book and the red book.
Bobby: The red book is the bad book.
Me: Ok – so what might they do to go in the red book?
Jack: They have to be sent to Mr B (Head Teacher).
 Katie:  Two times.
Jack: And when you get more than 3 times to Mr. B, er, then you have to leave the school,
 Me: Oh dear.
B:  Expelled.
Although the children were aware of the seriousness of the ultimate sanction of expulsion, they also appeared concerned about how sanctions could affect their status within the group. Failure to follow the rules would lead to a listing in the “bad book”, which would result in them being perceived as ‘bad’ by their peers.
In relation to research questions 1 and 3, the data presented within this section suggest that the Year 1 rules were commonly associated with negative transition experiences. The children were equally keen to meet teacher expectations and avoid sanctions, so adherence to the rules was essential. The expectation to comply with these rules on immediate arrival to Year 1, however, often required an abrupt adaptation of behaviour. The desire to belong was strong, but the expectation to adapt behaviour was perceived as difficult. 
Further analysis of the data revealed that there appeared to be an inextricable link between rules and rewards. Therefore, rewards were an equally integral element of the setting. This became apparent when viewing the photographs the children had taken of Year 1, as five out of the six participants took this same photograph (Figure 3.23).
Figure 3.23: Year 1 group reward chart[image: C:\Users\charlotte\Dropbox\Photos\Ben Y1\DSC02235.JPG] 
The photograph shows a chart which is displayed on the wall in the Year 1 classroom. The chart is split into six sections and represents the six groups into which the children were divided. Stickers were placed on the chart above the corresponding group to indicate when a reward had been allocated. The chart was then used as a visual display to illustrate which group had been awarded the most stickers. Katie selected this photograph to discuss during the photograph interview and gave the following explanation of its purpose. She reported, “This is like a sticker chart, you have to sit on tables and you have to, and when a tables quiet working and everything, er, you get a sticker for your table and the one that gets the most stickers in the whole week, erm gets to have like golden time. Golden time is like when you get to play”. Katie’s statement provides evidence of the link between rules and rewards, as she was aware that following the rule of ‘working quietly’ would earn her group a reward. Moreover, this statement reinforces the earlier finding that ‘play’ must be earned. 
The understanding that adherence to classroom rules would lead to rewards continued throughout various research activities. Bobby chose to discuss the photograph of the rewards chart during the photograph interview and informed me that in order to earn a reward it was essential to “do good work” and “stay quiet”. Isabelle agreed, “If we’re the quietest table we get a sticker”. Sean reported, “When you like chatting a lot she doesn’t give you a sticker”. Interestingly, it is again the rule of ‘working quietly’ which the children recalled most frequently, but this time it was in relation to rewards. The children have gained a clear understanding of the importance of working quietly within the Year 1 setting. Not only would working quietly enable them to meet work expectations and avoid sanctions, but it would also increase their chances of earning a reward.  
Unlike rules, rewards were strongly associated with most enjoyable aspects of Year 1, and connected to positive transition experiences. However, concerns were raised that the emphasis on working quietly could have a negative impact on the transition experience.  Thus, when considering research question 1, it became evident that rewards, and the related expectations actually provoked mixed feelings about the Year 1 environment. Isabelle specified that Polly might find it difficult to work quietly because, “well, she’s gonna have new friends so she’s gonna try to ask their names or something”. It is important to note that although the children moved to Year 1 as an established class, some new children often joined the class in Year 1. Katie added that the children moving to Year 1 would feel “sad” when they realised they could not “chatter”, with Isabelle suggesting that their desire to chat would affect their chances to earn stickers, which would be disappointing for them.  
In Katie’s case, the emphasis on working quietly did appear to have a negative impact on her transition experience. Throughout this research project Katie told me that she was worried about getting to know the new teacher and that she was worried that she might not know the teacher’s rules. This anxiety caused her to be shy and she said that she was still getting used to the teacher now (February), and her target was to try to speak more. This shyness upon the transition was also recognised by Katie’s mum, who reported that despite Katie being excited at the anticipation of moving to Year 1, there was a distinct and abrupt change from excitement to profound shyness once the transition occurred. Katie’s mum explained that Katie was not just shy, but that she actually ceased to speak at all. She explained further that Mrs B had informed her in November that Katie had only just begun to speak to her that week. Katie’s mum suggested, “It frightened her in the beginning, this class, the structure, the new teacher, not playing and whatever, so she was, she went totally silent”. “She was overwhelmed”. It is important to reveal that Katie, who was struggling to communicate with her new teacher due to ‘shyness’, was also conscious of the rule to ‘work quietly’. Katie was excited about the prospect of rewards and understood that adherence to the rule of working quietly would earn her a reward. She expressed her disappointment to me that her table group had not yet earned golden time as Mrs B felt they were “too noisy”.  Individually, she proudly reported how she had received an award for “star of the day”, which she explained was awarded to her for “being quiet”. This data reveals how Katie had been confronted with conflicting demands upon her transition to Year 1. Whilst the Year 1 teacher was encouraging Katie to speak more, she was still reluctant to do so, which I would suggest was related to her desire to earn rewards. Despite her individual target to speak more, in reality she was aware that she would be rewarded for being quiet either individually as star of the day, or as a group to earn golden time. 
Katie’s mum did not relate Katie’s reluctance to communicate to the reward system, but instead suggested that it could be related to immediate separation from close friends. She reported that “she was no longer allowed to sit directly next to Abigail” (pseudonym), which she suggested was “a bit strange” for Katie, and a change which she was not expecting. 
It was revealed, in relation to research question 4, that some other parents perceived the separation form close friends and limited opportunities for socialisation to be a significant transitional change. Bobby and Isabelle’s parents shared these concerns and reported how the allocation of an individual space at Year 1 desks, combined with the expectation to sit still resulted in limited opportunities to communicate. They agreed this had a negative impact on the children’s transition experiences. Isabelle’s mum reported, “On the first day, I remember they arrived and they all went into their little cliques, of their friends, and then suddenly they were separated”. She then concluded, “The fact that they had that right from the beginning, I think was a bit of a shock”. Bobby’s Mum added, “They haven’t got the freedom of relating to their friends probably as openly as they would do in Maternelle”, due to the fact that they no longer had the freedom to move between tables, activities and children. Interestingly Sean’s mum reported that having an allocated seat amongst a specified group was a positive aspect of the transition for Sean because, “he likes to know where he is”, and she explained that Sean was “quite happy in his little group”. She did reveal that Sean, however, happened to be seated next to his close friends and thus it would appear that he had not experienced the separation from friends, which had been reported by other parents. She concluded that the familiarity of friends was very helpful to the transition “because there’s no change in kids, so they all knew each other already”. 
Although some parents expressed an opinion that the restriction to socialise with close friends was a negative aspect of the transition for their children, Bobby’s mum did acknowledge the fact that this was her perception and that Bobby had not specifically complained about this. Examination of the data revealed that the children did not report negative feelings towards separation from friends. Sean did, however, express a desire for more collaborative learning experiences in Year 1. He drew the following picture (Figure 3.24) during the drawing conversation activity.
Figure 3.24: Drawing of Maternelle (Sean)[image: C:\Users\charlotte\Dropbox\SchoolWork\doctorate\children's drawings\Sam Mat 001.jpg]

Sean offered the following description of his drawing “this is the carpet”. He had remembered and correctly drawn the detail on the carpet and had positioned the teacher’s chair at the front. He continued, “I miss sitting together on the carpet”. In Maternelle, the children would come together in the carpet area for various large group activities. Sean’s picture and accompanying description, including his choice of the term “together”, suggests that he missed the collaborative learning that occurred in Maternelle. The individual workspaces at Year 1 desks is a stark contrast to this and, as suggested by Isabelle’s mum, is an abrupt transitional change. The Maternelle teacher reported that whilst in Maternelle the children, as suggested by Sean, “really enjoyed working in groups” and expressed the opinion that beneficial learning was achieved through collaborative activities. Although the other children did not specifically mention collaborative learning experiences in Maternelle there was strong agreement that the expectation to ‘work quietly’ in Year 1 was a significant and somewhat challenging transitional change. Therefore, the children did not seem concerned about the separation from friends, but were more conscious about the restriction related to collaboration with peers.
The link between rules, work expectations and rewards was evident when the children described the individual reward system in Year 1. In each child’s agenda, which they took to school each day, was a sticker chart.  The children would strive to earn stickers for these charts, and once a chart was completed, they would receive a reward, usually a small toy or a sweet. Four out of six children took out their agendas to show Tom and Polly the enclosed sticker charts during the guided tour.  There was consensus between the children that it was necessary to “do good work” in order to receive a sticker for their individual reward charts. Jack explained to Tom that you would receive a sticker if you did “a great job”. Sean and Leanne agreed that it was necessary to “do good work”. 
Although the children agreed that the completion of good work would earn them a reward, they appeared confused as to what constituted good work. Jack reported that doing “a great job” would earn him a sticker. When I asked how he could ensure he did “a great job”, he simply reiterated, “We do a great job”. The other children were able to elaborate slightly on how to produce good work, but their explanations were still somewhat vague. Sean reported that good work was achieved “when you do good sentences”, and explained that short sentences were not good. Leanne reported that good work was achieved when you found a task difficult, but then you asked for help and did it correctly. Leanne was therefore aware of the necessity to be correct but did not specify how to ensure work was correct. 
Whilst the children appeared unclear about how to produce good work they demonstrated a clear understanding that the teacher would determine the quality of their work. This was evident throughout various research activities. During a guided tour Sean explained that he would gain a sticker on his reward chart “if Mrs B thinks it’s good”. Similarly, in a photograph interview Leanne reported that rewards were earned “when we do lots of good work and Mrs B is very impressed with our work”. During a Playmobil activity, Bobby and Katie agreed that Polly could have a sticker if she did good work. When I asked how we would know if her work was good, Katie, in role as the teacher, explained, “I’m Mrs B so I decide”. This indicates that the children perceived the teacher to be in control of the learning, as she set the work activities and then independently determined success.
In connection to research questions 2 and 4, the parents generally perceived the individual reward system to be a negative aspect of Year 1 for their children, which they reported to be a difficult transitional change. Katie’s Mum explained that at the beginning of the year she felt the sticker / individual reward system was unhelpful.  She reported, “The beginning, I think, was terrible. I thought the stickers were not good, because, there was not, they didn’t understand for what they got the sticker”. She suggested that the objective for achieving stickers needed to be “more clearly explained”. Isabelle’s mum agreed that “I’m not so sure that they understand the sort of reward system, I’m not sure that there’s a clear link for the child between what they have to do to get that reward”. Bobby’s Mum added, “I think the first couple of months he had difficulty understanding what was expected from him”. 
The children did not have a reward system whilst in Maternelle, but as the data has revealed, reward systems became an immediate and integral aspect of the Year 1 setting. This was therefore a significant transitional change and, in connection to research question 3, it was evident that this change provoked some strong and quite mixed feelings. 
Rewards were the most commonly reported enjoyable Year 1 experience. Sean reported that he was “excited” because it felt “great” to get stickers and concluded, “I like getting stickers”. Katie also felt “excited” and “happy” when she got a certificate for completing her individual sticker chart, with Isabelle informing me that “it’s great to get stickers”, and Jack agreeing that it felt “good”. Leanne reported that she felt “proud” when she received a sticker. It emerged, however, that the reward system was also associated, albeit less frequently, with least enjoyable Year 1 experiences, and two children demonstrated signs of resentment towards the reward system. Bobby’s mum suggested that the lack of understanding of how to produce good work contributed to negative feelings towards the reward system. She reported that Bobby would ask, “why did so ‘n’ so get a sticker, when I didn’t get a sticker and I’m doing my best?” The data revealed that Bobby expressed negative feelings towards the reward system when he failed to receive rewards, despite his perception that expectations had been met. This was evident in the first interview; Jack and Leanne explained to Tom and Polly that when you had completed the individual sticker chart in your agenda you would receive a toy or sweet. Bobby quickly added, however, “but when I finished my chart I didn’t”. He felt this was probably because Mrs B had forgotten. During this interview I continued by asking the children if they felt happy when they got a sticker and Bobby replied “errm, not sure”. Although Bobby may have enjoyed receiving the stickers, it is understandable to see why he was not entirely positive about the whole reward system, as he never received the ultimate reward despite him fulfilling the demands (completing his sticker chart). Bobby then selected the bored face to express his feelings towards the sticker chart. He explained, “I’m a bit bored cos I wish I, I wish there were no sticker charts because it’s tiring trying to get stickers”. Bobby earlier revealed how he often found Year 1 work difficult, therefore, he was working hard, completing what he perceived to be difficult work, but was still not rewarded. His description of events suggest that he was left feeling “tired” and disappointed, which might influence his willingness or reluctance to apply such effort in the future. 
Positive feelings expressed towards the group reward system were connected to the opportunity to engage in golden time. During his photograph and feelings interview Sean explained that he had chosen an excited face to visualise how he felt about the group signs (related to group reward chart) because he was excited about golden time on Friday. Bobby also selected the photograph of the group signs during his photograph interview and stated, “they get to have golden time at the end of the week”. When I asked if golden time was something he liked, he replied “something I really like”. Similarly, when Sean was explaining the individual reward system to Tom he told him he would really like getting the stickers because “it’s really nice because you can like, erm, because you’re closer to getting a treat”.  Katie agreed that she felt “happy” to gain a certificate for completing her sticker chart. 
Katie shared Bobby’s slight resentment towards the reward system, this time in relation to the group rewards. She felt upset because her table did not get many stickers. She also noticed that other tables, who she felt were actually quite loud, still earned more stickers than her table. After informing me that she enjoyed golden time, she then paused and said “but we never had golden time on our table”, and explained that this made her feel “sad” because “we don’t find it very fair, we are always very quiet on our table and Mrs. B doesn’t listen properly and she just thinks you’re speaking”. Katie is a prime example of the mixed feelings associated with the reward system, as during the photograph and feelings interview, she selected the excited face to illustrate how she felt about the group reward / sticker chart. She justified her selection with the following explanation, “because we might win and all that”. A closer look at the data, which I have just presented, however, shows that this initial excitement was replaced by disappointment for Katie since she had not yet experienced how it felt to win. During a guided tour Jack and Isabelle took Tom and Polly to see the group reward chart. Jack explained that two groups had won golden time that week. When I asked what the other children did whilst they participated in golden time activities, he answered in one word, “work”, with Isabelle adding, “The table that’s got the less can’t have golden time”. When I asked how they felt about having to work whilst others were engaged in golden time Jack simply replied “sad”.
I have revealed how rewards were used as an incentive to motivate children to challenge themselves to successfully meet the demands of what they perceived to be more difficult work in Year 1. The data suggests, however, that the current reward system was not effective in achieving this aim. The findings revealed that the children were seeking opportunities to engage in what they perceived to be easier tasks, as they felt this would ensure they had a better chance of meeting work expectations and consequently receiving a reward. Handwriting in particular was referred to as both a most enjoyable activity and an easy activity. Sean selected a happy face when showing the photograph he had taken of his handwriting book and explained, “I like getting stickers”. I then asked him “so do you like doing the handwriting cos it’s something you like doing, or because you want to get a sticker”?  To which he replied, “Cos I want to get a sticker”. He reiterated this during the final interview, explaining, “I don’t really like because, the thing what you do, I like it more because you get the stickers”. The claim that Sean’s enjoyment of handwriting was linked to the reward was further validated during a Playmobil activity. During this activity Sean set up a handwriting activity in the replica of the Year 1 classroom and explained that they had to trace the letters. When I asked whether the children would enjoy this, he responded, “I don’t think so, they think it’s boring”. This indicates that when the activity of handwriting is not directly linked to a reward Sean considers it boring.
When showing me her blue book, in which she would write her weekend news, Leanne explained that she used to enjoy this activity when she first joined Year 1 because she would earn stickers for this. She then reported that she did not enjoy it anymore because “it got a little bit harder and harder so I didn’t get so much stickers”. This data about the reward system highlights the need to reconsider its effectiveness. The children’s negative feelings towards more difficult tasks appear to be strongly related to the possibility of earning a reward. If a task was perceived to be difficult then the children were anxious that they would not meet the desired expectation and would, therefore, not earn a reward. Consequently, they would avoid difficult tasks and, where possible, opt for easier ones. This leads me to conclude that the reward system was discouraging the children from challenging themselves. 
[bookmark: _Toc482524413]Conclusion
The research conducted for this study has provided valuable insights into the children’s experiences of the transition from Maternelle to Year 1. All children certainly recalled enjoyable experiences from both Maternelle and Year 1. They were excited to discuss their transition experiences and enjoyed the role of being the experts who could give valuable information to younger children. Whilst they talked positively about the transition to Year 1, they did identify some significant changes which were associated with negative experiences. Therefore, both negative and positive aspects of their transition experiences will be discussed further in the next chapter. Before re-capping on some of the main findings from this chapter I would like to draw attention to some of the language used by the children to describe what it felt like to move from Maternelle to Year 1.  Responses included “happy, great, excited, feels good and easy”. In contrast some negative responses were “sad, bad, not happy, bored, worried, and upsetting”. Some changes were described as “big changes” and some as “not so much of a change”. Similarly adults were asked to describe how they thought the children might feel about the transition or identified changes, their positive responses included “happy, excited, adapted-well and proud”. Their negative responses were “overwhelmed, stressed, anxious, frightened, intimidated, terrible, inferior, worried, hates and hard transition”. In response to research questions 3 and 4, it is interesting to note that when describing less enjoyable experiences or negative aspects of the transition, the adults chose stronger language to depict feelings. Whilst children may describe an activity as boring or less preferable to another they never chose to use the term “hate”. This will be explored further in the next chapter. 
In relation to research questions 3 and 4, I will now summarise the main findings connected to what the participants perceived to be the most significant changes, and how these changes impacted on the children’s experiences of the transition. 
Work replacing play was perceived to be a significant transitional change and the children were disappointed with the limited opportunities for play in Year 1. Despite their love of the Year 1 playground they were still hoping for wet playtimes when they could engage in play sessions that were reminiscent of Maternelle experiences. However, the children were also motivated to work in Year 1, as they perceived work to be key to learning and they were eager to learn. This eagerness explains why the children were willing to accept the fact that work had replaced play. Although they enjoyed and desired play they were willing to sacrifice this in order to learn.  This motivation to work, however,  was somewhat inhibited when work was perceived to be too difficult, and there was agreement between the children and parents that the transition to Year 1 could be improved though continuity, as Year 1 work was considered too difficult too soon. The children and parents, however, expressed significantly different views on how continuity could be achieved.
Rules governing the Year 1 setting and related rewards were also perceived as significant transitional changes. The children were eager to belong to their new setting but reported some concerns that if they were not able to adapt their behaviour to comply with Year 1 rules, they may be viewed as bad or naughty and therefore would not be accepted. Throughout Maternelle the children had experienced collaborative approaches to learning. Suddenly upon the transition they were expected to work independently and without collaboration with peers. Rewards, however, were sometimes given for collective good behaviour so there were tensions between the individual and collective responsibilities that children had to learn. The data indicates issues with progression in learning and in continuity of experiences, which are related to pedagogical approaches, classroom ethos, rules and sanctions. As such, there were both structural and process variables, which resulted in positive and negative experiences of the transition for these children. 
Although the children were excited by the prospect of earning rewards in Year 1, the data suggests that their motivation to work was inhibited by the reward system, since the children actively sought easier tasks in order to increase their chances of meeting work expectations and receiving rewards.  The reward that the children were often keen to receive was the opportunity to play, which illustrates that play remains important to these children. I, however, question the role of the reward system because it appears to be ineffective in motivating children to engage in challenging tasks. Instead of spending time developing reward systems designed to motivate children to work and consequently learn, time may be better spent on determining what learning could be achieved through play-based experiences. The children in this study were constantly seeking opportunities to play and were, therefore, already intrinsically motivated. It seems that the reward system did not consistently sustain intrinsic motivation, but led to the children managing task difficulty to conform to the system.
The data revealed the different influences the transition had upon children’s perceptions of reading, which will be discussed in the next chapter, but in sum, the children were intrinsically motivated to read; they were excited to finish teacher-prescribed work because it was then possible to choose to read. The opportunity to engage in more challenging texts, however, appeared to be inhibited by the Year 1 reading expectations. The children’s choice of books was limited to a set reading level and they were aware that they must read properly by decoding words. The children could not, therefore, select a higher-level book and were reluctant to use picture clues to derive meaning in more complex texts. The findings also revealed that ‘proper’ reading of reading scheme books had affected Bobby’s enjoyment of storybooks at home and thus it was a significant aspect of the transition for him. 
I would like to finish this conclusion by returning to the quote featured in the title of this dissertation, “I thought it was going to be really cool, but actually it was a bit boring”. This was Sean expressing how he felt about work replacing play in Year 1. The children were eager to work and learn, but when the change from play to work occurred too abruptly it was considered a difficult and boring change. In spite of this, the children were generally willing to accept the changes on transition between Maternelle and Year 1, and to adapt accordingly to meet the demands. In the next chapter I will discuss how these findings support, contrast or enhance the existing literature related to children’s educational transitions. 













[bookmark: _Toc482524414]Chapter 4: Discussion of findings
Throughout this discussion of findings I aim to justify how the theory generated from my study extends the existing literature.  I will therefore structure this section around the main findings of my study that contribute to the following themes, which were identified in the literature review and continued in the presentation of findings section: 
1. Curricula and pedagogical influences on transition experiences
2. Cultural, social and physical influences on transition experiences
In the literature review and presentation of findings sections the two themes, cultural and social influences on transition experiences, and physical influences on transition experiences, were explored separately. Within this chapter they have been combined due to connections between social and physical factors that were identified in my data. I will discuss the findings which contribute to these themes in relation to my research questions, by considering how perceptions of curricula, pedagogical, cultural, social and physical factors in each environment (Maternelle and Year 1), influenced daily experiences related to most and least enjoyable aspects. I will also discuss whether these factors were identified as being significant transitional changes, and if so, what opinions and feelings were associated with these changes.
[bookmark: _Toc482524415]Theme 1: Curricula and pedagogical influences on transition experiences
In relation to my research questions I will now discuss participants’ perceptions of approaches to learning within the different environments and how identified discontinuities in these approaches impacted upon experiences of the transition. Before doing so however, I need to introduce an overarching theme which emerged from my findings, and which will be discussed throughout this chapter.
During the literature review I identified key studies and literature which championed a ‘ready school’ approach to transitions, in which successful transitions were associated with a school’s ability to adapt to meet the needs of the children (Fisher, 2011; Brown, 2010; Walsh et al., 2010; Dockett and Perry, 2007a; Graue, 1998). In practice, however, it was revealed that current policy was influencing schools to perceive readiness to be a construct of the child. From this perspective it was generally expected that children should be ready for the transition to school, and thus it was the child’s responsibility to adapt in order to belong to their new setting. The findings from my study support this assertion, as the children reported the ways in which they had adapted to meet the demands of Year 1. In particular, they discussed adaptation associated with changes related to ‘responsibility, rules and learning’. Although the children reported some concerns about their ability to adapt which was related to negative transition experiences they were still keen to do so.  Consideration of the existing literature alongside my findings leads me to conclude that this willingness to adapt was strongly related to their desire to belong. Throughout this chapter I will continually refer to the ways in which the children were expected to adapt in order to belong. This will begin within the discussion about transitional changes in approaches to learning and the impact on children’s constructs of learning behaviours.
[bookmark: _Toc482524416]Ready for Year 1; pedagogical approaches and learning behaviours
In contribution to research question 3, I will now discuss how children perceived changes in approaches to teaching and learning to be a significant transition experience, which influenced their changing constructions of learning.  Firstly the children were aware of the need to adapt their learning behaviours in order to read properly, and reported how they could no longer simply look at books but that they now had to “learn how to read”. These findings are consistent with Levy (2011) who discovered that children generally report “narrower constructions” of reading as they progress from Nursery and through Primary school (p. 55). Similar to the Reception children in her study the children in my study held the perception that in order to read properly in Year 1 they must decode print, whereas in their previous setting it was deemed acceptable to read with picture clues. My findings, however, shed greater emphasis on children’s changing constructions of literacy, not just reading, as my study revealed that children also had narrower constructions of writing following the transition to Year 1. The children in Levy’s (2011) study reported that their ability to read pictures did not constitute the school expectation of reading. The children in my study had also developed the understanding that writing was deemed a more appropriate form of communication than drawing.  The children reported that although they may produce a drawing to represent experiences, this must be accompanied by writing, whereas in Maternelle a drawing alone would suffice. Kress and Leeuwen (2006) suggest that by the time children have completed two years of secondary education it is very unlikely that any illustrations will appear in their work. My findings lead me to suggest that this disappearance may occur much sooner, as these Year 1 children were already beginning to question the appropriateness of illustrations within their own constructions of text. They had developed an understanding that ‘words’ were important in Year 1. In order to meet the demands and belong within the Year 1 context as a learner they must therefore learn to read and write words, which were perceived to be of greater importance than images. Thus, as suggested by Osborn et al. (2006), the transition experience challenged the children’s established learner identities and demanded adjustment. 
In order to conform to the school discourse of reading the children also had to adapt their reading behaviours at home. Bobby reported how the pleasurable experience of sharing storybooks at home with his dad had been intruded upon by the Year 1 requirement to read properly.  Bobby was disappointed that his dad would now only read him a storybook once he had finished his schoolbook. This is consistent with the findings of Cuckle (1996), who, in a study into relationships between home – school reading practices discovered that all the parents “thought reading stories to children was an important way for children to acquire useful knowledge about reading before they started the formal learning process” (p. 22). Bobby’s dad clearly recognised the benefits of reading stories, but as this quote suggests, this shared reading activity was deemed less important once formal reading had commenced. I therefore would suggest that reading scheme books de-valued Bobby’s established  home-reading practices. 
Niesel and Griebel (2007) argue that children’s early school transitions can be enhanced when connections between home learning and school learning are established, as children’s existing knowledge is being recognised, valued and developed.  My study suggests that, on this occasion, Bobby’s out of school literacy practices were not being acknowledged. On the contrary, he was being expected to adapt these familiar and enjoyable practices in order to meet the demands of his new setting. The data, therefore, indicates that on this occasion the failure to acknowledge existing home practices inhibited the opportunity to build on existing funds of knowledge, which, as argued by Hughes and Pollard, (2006) threatened established learner identities. 
In the literature review I reported how enrichment programs were implemented in an attempt to prepare children for school, and consequently raise standards in early primary years (Howes et al., 2007). The popularity of this environmental approach to readiness is understandable as there exists some documented correlation between children’s skills and abilities at school entry and their long-term academic success (Snow, 2006; Sukhdeep et al., 2006).  However, further reflection in light of the data presented above leads me to question whether, as suggested by Hughes and Pollard (2006), home-school collaboration may be more effective in raising and maintaining standards during educational transitions. Through increased parental involvement during transitions it is possible to create stronger home-school links by acknowledging and then building on existing ‘funds of knowledge’. Instead of attempting to replace and thus devalue Bobby’s existing home learning practices Hughes and Pollard (2006) suggest that these existing practices should be recognised, valued and then built upon. 
Levy (2009b) suggests that once children begin reading at school they tend to relate the success of reading to quick progression through the reading scheme. My study confirms this statement because the children were proud to demonstrate what level book they were on and related this level to their reading ability. My study, however, highlights how this focus on reading levels only became evident following the transition to Year 1, which seemed to be related to the enforced restrictions. In Maternelle the children were reading a levelled book at home, but they still had free access to the reading corner. Here they could independently select from a wide range of ‘real books’ to read alone or with friends. In contrast, when given access to the reading area in Year 1 the children were expected to select from a range of books within a prescribed level. All reading experiences in Year 1 therefore became dependent upon the child’s reading level. Consequently, the reading level was perceived by the children to be a direct indicator of their reading ability and, for some, it was evident that this level became a label that appeared to be affecting their self-esteem as a learner. Katie’s perception that she was progressing too slowly through the scheme led her to seek reassurance from home. I would conclude, in agreement with Levy (2011), that children who struggle to adapt to meet the expectations of the school reading agenda develop early understanding that they are less capable readers in comparison to their peers.  
The findings presented in this section demonstrate that reading in Year 1 was construed as a technical practice, which was associated with skill acquisition rather than as a social practice. This approach of reading as an individual activity again required a significant level of adaptation, as the children had previously enjoyed collective reading experiences. To succeed with the transition to Year 1 the children had to be ready to fulfil the technical demands of reading that would enable them to progress through the reading scheme. Their constructions of reading had changed significantly during the transitions and they perceived it to be their responsibility to adapt and be ‘ready’ to meet the demands associated with these changes. 
The children in my study had gained a good level of understanding about their new setting and appeared to have accepted the new ways of working. The findings from this study, however, lead me to contest the concept that children’s sense of belonging is effectively enhanced when they are supported in identifying differences in new cultures and settings, and then encouraged to accept and adapt to these changes (Bulkeley and Fabian, 2006). Alternatively, the data suggests that considerable adaptation was necessary to meet new pedagogical demands and subsequently belong. The children, therefore, remained concerned about their ability to achieve success within this new setting. In sum, whilst it is suggested that ‘identity’ is essential to belonging (Brooker, 2008; Fabian, 2007), the children were striving to belong to a new setting whilst simultaneously being expected to make significant changes to their identity. This is a worrying concept as “children’s identities can be undermined if ‘becoming’ a Year 1 pupil requires children to too radically and too swiftly reconstruct their view of themselves as a learner” (Pollard and Filer, 1999, as cited in Fisher, 2009, p. 144). 
 The children’s attempts to adapt their learning behaviours were in response to perceived changes to approaches to learning. In the next section I will discuss their perceptions of, and attitudes towards, approaches to learning and the associated incentives to work
[bookmark: _Toc482524417]Perceptions of work and learning and the impact of individual rewards
In response to research question 1, the children perceived Year 1 to be a formal working environment and reported work to have replaced play, which was considered to be a significant transitional change. In connection to research question 3, I will now discuss children’s opinions of and feelings towards the identified changes in approaches to learning. As with the study by Loizou (2011) of children’s transition from kindergarten to First Grade, these children recalled fond memories of their play experiences in Maternelle, and identified the lack of play in Year 1 to be a negative aspect of the transition. They were, however, willing to accept this change. Brooker (2008) concludes from her review of research that whilst children are generally sad about the reduction of play opportunities upon the transition to Year 1, they accept this change as “an inevitable consequence of becoming a school pupil” (p. 105).  My findings extend Brooker’s (2008) theory, as whilst the children in my study were also sad about the reduction in play, they linked their acceptance of this to a desire to learn. Although enjoyable, the children had concluded that play was a contrast to work and that it was an unimportant activity. They did not appear to see play as having a useful purpose, whereas work was viewed as a purposeful learning activity. The children perceived work and learning to be synonymous and in their view work had replaced play and thus learning had replaced play.  The children appeared willing to sacrifice enjoyable play experiences for the benefits of learning, which I would suggest was related to the persuasive narrative constructed as they internalised the culture of learning in Year 1. They perceived the learning achieved through work to be essential for them “to go quicker into an adult”. Thus, as found by Loizou (2011) and Howe (2012), the children appeared to be somewhat empowered by the opportunity of change in status ‘becoming older’, ‘mature’ learners. The children in this study were therefore willing to accept a reduction or even loss of enjoyable play experiences if this ensured they were learning. The children’s perception that learning is achieved through work suggests that they had internalised the rules of what it means to be a good pupil in Year 1, and had consequently become ‘ready’ to sacrifice play in order to learn. 
The findings indicated strong connections between rules, rewards and the changes related to pedagogical demands, as it was revealed that rewards were being used by the teacher as a tool to motivate children to meet the curriculum demands of Year 1. Whilst other studies into children’s transition experiences have also connected rules and sanctions (Einarsdottir, 2011; Perry and Dockett, 2003), there has been little connection made between rules and rewards. Brooker (2008) made a brief connection between rules and extrinsic rewards, stating that the verbal praise received for good behaviour in pre-schools is often replaced by extrinsic rewards following the transition. More recently Howe (2012) recognised how intrinsic rewards were used in Year 1 as a positive consequence of adherence to set rules. Although literature exists which is related to the use of rewards in primary schools, in general, this is not specifically related to children’s transition experiences. My findings will, therefore, provide an important extension to the existing literature.
In connection to research question 1, the children perceived rewards to be an enjoyable aspect of Year 1 but also identified this as a significant change. Therefore, in relation to research questions 3 and 4, I will now discuss participants’ opinions of and feelings towards this change. The children reported how they could earn individual rewards (stickers / small prizes) for completion of “good work”, work that was often perceived to be more difficult than in Maternelle. The children agreed that the possibility of earning rewards was exciting, and they related this to enjoyable experiences. This excitement, however, was replaced with frustration when they failed to earn rewards. The literature suggests that this frustration could be linked to academic competition, as Solomon (1996) argues that when rewards focus on children’s academic accomplishments this can encourage children to compete and compare, leading to feelings of incompetence. During this study the children were keen to show and compare how many stickers they had earned and how many charts had been completed, and four out of the six parents reported concerns over competitiveness and comparison. Leanne’s dad specified that she had become “obsessed” with comparing her rewards, and therefore her success, with that of her peers. Bobby’s mum expanded on this by explaining that he would sometimes arrive home and explain his “confusion” that another child had been awarded a sticker but he hadn’t, despite his own recognition that he had “done his best”. This extends Thornberg’s (2007) findings that children express negative feelings towards rules if they perceive these rules to be inconsistently enforced by the teacher, as it suggests that reward systems can also provoke negative feelings when rewards are perceived to be awarded inconsistently. Furthermore, the finding that some children were focusing on how their work compared to that of their peers, rather than on their individual efforts and accomplishments, supports Solomon’s (1996) argument that the narrow focus of judging success in a comparative manner neglects individual effort. 
Although the children were keen to earn individual rewards there was some consensus that the criteria for earning them was somewhat ambiguous. During an action research project, Torrance and Pryor (2001) found that the criteria for achieving success in relation to classroom activities was often not made explicit to children. My data confirms that this was true for the children in this study. Despite all of the children being aware that the production of good work could earn them a reward, they were unanimously vague in defining good work. Three out of the six parents also agreed that the objectives for how to achieve good work were unclear. They suggested that the lack of clarity on objectives left their children feeling confused as to why their best efforts were not being rewarded. Although the children were uncertain about work-related objectives they shared an understanding that the quality of their work would be judged by the teacher, with one child explaining quite simply “Mrs B will decide if it’s good”. Therefore, the children had very little control over their own learning. I would agree with Carlton and Winsler (1998) that such an “autonomy controlling” environment can have a negative impact on motivation, as children lack personal control over their ability to meet work expectations (p. 160). Furthermore, this highlights tensions between independence, motivation and control. These children were expected to work independently in Year 1 by taking more responsibility for their own learning resources, and were encouraged, through rewards, to be motivated to work. They were however, not consistently provided with the classroom conditions under which the dispositions of independence and motivation can develop. On the contrary, the Year 1 environment was perceived to be controlled by the teacher through her use of rules and rewards. 
In response to research question 1, the children in this study reported mixed feelings towards the work expectations of Year 1. However, easier tasks were generally perceived to be more enjoyable, which further exploration revealed was directly associated with rewards. Handwriting was often described as an enjoyable activity, but the children reported that handwriting was not actually enjoyable. Instead, what the children found enjoyable was the opportunity of earning a reward. They generally perceived handwriting to be easier than other activities such as maths, and consequently expected to achieve greater success with this task, which would ultimately earn them a reward for good work. This illustrates that learning was being inhibited by the reward system since the children were reluctant to engage in challenging tasks that extended their current abilities. These children were already motivated to work through the mature understanding that it was beneficial to their learning, which leads me to question the effectiveness of the reward system for this group of children. Children who were already excited by the prospect of learning were now opting for safer learning experiences, so while rewards may be motivating them to produce good work, they were not motivating them to enhance their learning. This study, in summary, revealed that intrinsic motivation could be curbed by the lure of rewards. While this does not necessarily suggest that teachers should refrain from using extrinsic rewards, it supports the view of Deci, Ryan and Koestner (2001a) that teachers should recognise the importance of taking a moment to reflect on their current use of rewards in order to determine how effective it is. 
Within this section I discussed the children’s perceptions of learning in relation to work and play, and how this affected their acceptance of transitional changes. I will now discuss the impact of discontinuity of play-based approaches to learning in relation to recommendations for practice which were highlighted in the literature review.
[bookmark: _Toc482524418]Perceptions of pedagogical discontinuity and opportunities for progression of familiar experiences
As revealed in the literature review there is an ongoing debate as to whether children should be prepared, and therefore ready for school, or whether schools should be ready for children. At the heart of this debate is the issue of pedagogical tensions between ECE settings and school (Reception / Year 1 in England), with concerns being raised by Cassidy (2005) that discontinuity of approaches to learning could lead to anxiety. I will now use my findings to contribute to this debate by discussing the children’s perceptions of  pedagogical continuity and discontinuity during the transition, and how this affected their experience of this transition.
In the previous section I discussed how the children in Year 1 were highly motivated to work due to their desire to learn, which resonates with the findings of Howe (2012), but in contradiction to the findings of Loizou (2011) the children in my study were not empowered by engagement in challenging tasks. On the contrary they related difficult tasks to their negative transition experiences, and often labelled these tasks as boring. A contradictory and intriguing discovery was that the children were excited by, and eager to engage in challenges, when they were offered the opportunity to build on current knowledge though familiar experiences. This discovery resonates with Sanders et al. (2005), who found that whilst children relished the challenge of more difficult work they still preferred to engage in activities which they perceived themselves to already be good at . More recently (Howe, 2012) discovered that whilst children enjoyed activities that were based on current interests, and therefore meaningful, they also enjoyed, and felt less anxious, when faced with activities they perceived as practise of existing skills. I argued earlier how building on existing home learning practices could enhance children’s transition experiences. However, these data strengthen the argument made in the literature review that transition experiences can also be improved when children’s funds of knowledge gained in previous educational settings are recognised and built upon. As explained by Hughes and Pollard (2006), this would result in there being less expectation on the child to re-construct their learner identity.  Loizou (2011) concluded from her findings that empowerment was commonly expressed by the children who felt confident in their own abilities to meet the challenge of difficult work. My own findings suggest that more children could experience empowerment if opportunities were provided for them to build on existing knowledge through familiar experiences, as they would feel more confident to engage in challenges under such circumstances.
The abrupt changes associated with approaches to learning and work expectations were, in connection to research question 4, recognised by parents and Maternelle teaching staff in my study, with words like “academic, formal and structured” being used to describe the learning experiences in Year 1. The parents, however, had different views to the children on how to achieve a more gradual shift to the increased pedagogical demands. Three out of the six parents suggested that the pace and challenge of work in Maternelle should become progressively harder, rather than “softening the approach in Year 1”. It is understandable that parents were concerned about what they perceived to be a softened approach in Year 1, as the government focus on ensuring children are ready for school stresses to parents the necessity for their children to be prepared, and therefore ready, for Year 1. This focus on preparation is evident in the following description of the purpose of the EYFS framework (2014), “It promotes teaching and learning to ensure children’s school readiness, by teaching the knowledge and skills necessary to provide the right foundation for good future progress through school and life” (p. 05). Also, as revealed in the methodology section, the parents in this particular setting were generally highly educated, therefore it can be assumed they would value education and academic achievements. Whilst some parents acknowledged their children’s enjoyment of play, they made a distinction between play and learning and as suggested by Brooker (2008), seemed “relieved if they saw some signs that their children were working” (p. 69), as this was perceived to be ‘learning’.  
In sum, whilst the children related benefits to gradual progression in terms of difficulty of work, they had accepted that they had to adjust to the work-related expectations, and they appeared to have little choice or agency in this matter. Although they expressed more confidence with tasks that enabled them to apply existing knowledge and skills, the conditions of learning appeared to limit their opportunities to do so. In particular, all primary teachers in this school were expected to use Intermaths textbooks during maths sessions. Whilst other methods could be used to enhance learning, the expectation was that children must complete most, if not all of the pages in this book. This led to children sitting still and independently writing in books becoming the privileged approach due to teacher’s accountability, which reduced opportunities to build on familiar practices of practical, concrete and collaborative approaches to learning. 
The children’s perceptions of their transition experiences support the recommendations in the literature that continuity can be achieved, and transitions improved, when children have the opportunity to build gradually on existing skills (Fisher, 2011; Walsh et al., 2010; Arnold et al., 2007). However, the existing curriculum demands ensure that this recommendation remains ideological unless progression in learning can be proved. Standards-driven educational policy prioritises evidence of attainment. Thus, when aiming to achieve continuity of experiences, teachers face the challenge of ensuring and documenting progression in learning.  Whilst the findings from this study do not offer recommendations on how to achieve such progression it is important to acknowledge this as an unresolved tension.
Despite the children’s acceptance that work should replace play in order to ensure learning, their desire to play remained strong, and they believed that there should be more opportunities to play in Year 1. The children also connected opportunities to play in Year 1 to improved transition experiences for the children making the move the following year. This supports the view of Fabian and Dunlop (2010) that;
Play and playful learning each form a bridge into school, into new relationships, into different teaching and learning approaches and into new life. Play affords the opportunity for children in transitions to belong (p. 240).
My findings urge me to suggest that whilst play can ease the initial transition it should not be limited to this purpose, as the children’s views on play extended beyond the initial transition period. Even halfway through Year 1 the children still expressed a strong desire to play. Whilst they recognised the potential of play for easing the initial transition they ultimately searched for solutions to include play into the permanent Year 1 timetable. This indicates that instead of developing systems in which play is used as a transitional tool, time could be more valuably spent on determining how play can be utilised permanently within the Year 1 setting. This is problematic, however, due to current policy demands. Not only have children internalised the notion that play can inhibit learning, but as highlighted in the literature review, teachers are also concerned about whether play-based approaches to learning would enable children to meet more formal curriculum demands. (Martlew et al., 2011). It is therefore essential to pay attention to how play can progress in complexity and challenge, instead of limiting its potential to providing continuity of experiences during the initial transition period. At present this recommendation remains ideological, as Wood (2014) points out; children are often acquiring the skills necessary to become more competent players as they transition from ECE settings to primary/Year 1settings. However, it is also at this time when the policy frameworks privilege narrow cognitive development over the dispositions required for children to progress further with their play. As teachers strive to meet the curriculum demands of these policy frameworks, play is often forfeited. As Wood (2014) thus warns, the teachers fail to gain a deeper understanding of play, in particular regarding the potential for children’s play to progress in challenge and complexity. This supports Ryan and Northey-Berg’s (2014) recommendation that when learning about the benefits of play, trainee teachers should also be encouraged to problematize how the barriers of contesting policies and environments can be overcome. 
The children in this study were competent in interpreting the discourse of their learning environments and gaining understanding of what was, or was not, valued within each setting. Howe (2012) concluded, from her study that the use of play as a reward (golden time), resulted in play activities being accredited low status in terms of educational benefit. The findings from my study build on this theory in that time restrictions associated with golden time were not only frustrating to the children, but in connection to research question 1, presented them with a clear message about the importance of play within Year 1. As explained by Wing (1995), when time for play is restricted and then disrupted or curtailed in order to tidy up, the importance of play within the setting is devalued. This, she continues to argue, contributes to the distinction children make between work and play. Moreover, it is suggested that time restrictions imposed during sessions such as golden time ensure that depth, and consequently quality in play, is never fully achieved (Fisher, 2011; Moyles, 2010). This supports Wood’s (2014) theory that following the transition, children are often denied the opportunity to develop the complexity of their play. 
I will now discuss the reported transitional changes related to cultural, social and physical aspects. 
[bookmark: _Toc482524419]Theme 2: Cultural, social and physical influences on transition experiences
Following on from the discussion about pedagogical discontinuity I will begin by discussing the participants’ perceptions of physical and social discontinuity.
[bookmark: _Toc482524420]Perceptions of physical and social discontinuity
The findings from my study in relation to the outdoor area were revealing in terms of continuity, as I will now discuss.  In the literature review, I discovered in response to research question 4, that adults and children appeared to have different perspectives of transitional experiences related to physical playground changes. Bulkeley and Fabian (2006) reported findings that parents were concerned that the move to a new playground was a difficult aspect of the transition for their children. On the contrary Loizou (2011) reported findings that the children in her study considered the move to a new playground to be an empowering aspect of the transition. These contrasting views were confirmed by my own findings. One parent and the Maternelle teacher and teaching assistant during separate interviews all expressed strong concerns that the much bigger playground, supervised by unfamiliar adults, could be a cause of anxiety for the children during the initial transition. This could be no further from the truth when children’s perceptions were taken into account. Whilst Loizou (2011) found that the familiarity of friends contributed to children’s positive playground experiences following the transition, my findings suggest, in response to research question 3, that it was the familiarity of play, which the children found reassuring. Although Loizou (2011) reported that the children in her study frequently linked friends to their positive playground experiences, the children in her study stated specifically that they enjoyed the time and space to ‘play’ with friends. My findings suggest that this simple reference to ‘play’ could be of relevance, as the children in my study were not daunted by the size of the playground and instead excited by the large space on which to play. Whilst bigger, the children reported how some equipment on the Year 1 playground was similar to Maternelle, and how some was perceived to be more exciting. The playground, in summary, provided a space for continuity of familiar and enjoyable play experiences that created a sense of reassurance during the initial transition. It was both large and exciting whilst also remaining a haven of security through familiarity of experiences. This claim is intriguingly supported by what at first appeared to be a contradictory perspective.  Like his peers, Sean enjoyed Year 1 playtimes and appeared excited by the large space. He then reported that he missed the clubhouse from Maternelle where he would “chat” (socialise) with friends. Whilst this indicates that he desired a small, confined and secure space, it did not mean he was daunted by the size of the Year 1 playground. It does, however, demonstrate how his transition could have been further enhanced through familiarity of experiences. By having a similar structure to the ‘play house’, Sean could have still enjoyed the exciting large playground whilst being able to retreat to the small, secure space to re-create other familiar experiences.  
Before moving on with this discussion I would like to focus on the contrasting views between adults and children in relation to the playgrounds. During the literature review I reported how Hill et al. (2009) claimed that parents were often worried by changes that were actually of little or no concern to children, but they expressed concerns that parental panic about various changes in society could lead to anxiety in children. The findings from my study lead me to consider the possible impact of teacher anxiety. Although one parent was concerned about her child’s transition to a new playground it was the Maternelle teaching staff who expressed strong concerns in relation to this transitional change. Moreover, when discussing my own concerns about possible issues with transitions within this setting I also reported strong concerns related to the move to a bigger playground. The fact that the Maternelle teaching staff used words such as “intimidated, scared and frightened” when discussing the move to a new playground, indicates that they inferred anxiety on the part of the children. The fact that this anxiety was not reported by the children justifies the need to elicit children’s voices. Although in this instance the children did not pick up on the teachers’ anxiety, I would suggest there is possibility for this to happen. If the teachers within one setting share concerns over an impending change then it is possible that they might unconsciously impart these concerns onto the children. It is therefore of paramount importance for teachers to ask children themselves how they might feel about upcoming changes before assumptions are made. 
In the literature review continuity of friendships was highlighted by Peters (2010) as being a significant factor in achieving a successful transition. My findings do not contribute further to this theory, as the children did not specifically mention friendships in relation to either positive or negative transition experiences. This may, however, have been related to the fact that they transitioned as an established class, and as such, did not recognise significant changes associated with friendships. The parents, on the other hand, reported concerns that discontinuities associated with approaches to teaching and learning were having a negative impact on socialisation. They explained that in Year 1 the children were expected to “sit still” to complete individual work, and were separated from closest friends whilst working at desks, leading to a reduction in opportunities to communicate with close friends. 
Whilst not shedding greater emphasis on the issue of continuity of friendships, my findings do bring to light new issues related to social continuity. Despite the fact that the children did not share the concerns about being separated from close friends, they expressed negative feelings towards what they perceived to have been a reduction in opportunities for collaborative learning with peers, irrespective of whether or not this occurred with closest friends. The collaboration was not achieved due to the expectations of the setting, not the seating arrangements. The children were expected to work quietly; therefore, the transition experiences would not have been enhanced if children were seated with familiar friends, as opportunities were still limited for them to build on these relationships through collaboration and communication. This leads me to conclude that whilst peer relationships are suggested to be important aspects of successful transitions (Einarsdottir, 2011), the findings from this study support those of Sharp et al. (2006) who found that a structured independent approach to work in Year 1, combined with the expectation to sit still, inhibited opportunities for social interaction.
The structured and independent approach to work was also associated with heightened responsibility in relation to equipment, which will be discussed in the next section.
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In connection to research question 1, I found that children’s perceptions of Maternelle and Year 1 were strongly associated with environmental factors. The children appeared to perceive the differences in environments (Maternelle and Year 1) to be conducive to the respective activities in each setting, which influenced their constructions of work. Specifically they reported that tables in Maternelle were replaced with desks in Year 1, with the desks being associated with work. It was subsequently revealed that the children considered themselves responsible for ensuring they had an adequately resourced work area. Therefore, the children were expected to be ready to be independent upon arrival to Year 1. This expectation of independence supports the view identified in the literature review that in practice ‘readiness’ is often perceived to be an attribute of the child, and therefore the perception exists that children are responsible for being ready, by “adjusting to new learning environments” (Britto, 2012, p. 08). In Maternelle, the children did not bring their own text / workbooks to school, and accessed shared resources such as pencils and erasers, whereas in Year 1 they were expected to provide and then maintain their own stationery and equipment. The data indicated, in response to research question 3, that the children perceived this to be a significant transitional change. The children were worried about the consequences of forgetting equipment. They were also concerned about their ability to take care of this equipment. They were therefore concerned about their readiness to perform within their new environment.
Katie, in particular, revealed how her failure to be adequately resourced on arrival to Year 1 (not yet having a pencil case full of stationery) had a negative impact on her immediate sense of belonging, as she reported being unable to complete necessary tasks. This finding is consistent with those of Edgington (2004), who suggests that when children feel they are unable to perform within their new setting, they may experience a sense of exclusion from the group. This was the case for Katie, and the sadness she expressed in relation to this experience confirms that it had a negative impact on her transition experience. In sum, the children perceived Year 1 to be a working environment, and in order to meet the demands of this setting, and belong, they were responsible for being adequately resourced and subsequently ‘ready’ to work. The children were aware of the expectations of being a Year 1 pupil and were keen to adapt their behaviours in order to become an efficient pupil and thus belong to the setting. This was further evident in their attempts to understand and adhere to the rules that governed the Year 1 environment.
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The children were aware that learning the Year 1 rules was essential to achieving a successful transition and becoming a Year 1 pupil. In order to belong as a Year 1 pupil they had to learn the different ways of being and participating in the classroom space and therefore they had to conform to the rules governing this environment. There was, however, tension between independence and conformity, as the children were simultaneously adapting to being more independent and responsible whilst also being expected to learn the correct way of doing things. 
As rules were not associated with Maternelle this was perceived to be a significant transitional change. In relation to research question 3, I will now discuss the children’s opinions of and feelings towards the change to having more rules. In her study of children’s transition experiences from Kindergarten to First Grade, Loizou (2011) found that children considered the responsibility of learning and following new rules to be an empowering aspect of transitions. On initial analysis the data from my study appeared to support this finding, as the children were initially ‘empowered’ by knowing the rules, as this provided reassurance. This initial empowerment, however, was quickly replaced by worry related to the prospect of following the rules correctly.  The children in my study were keen to get it right and belong, and expressed specific concerns in relation to the rules, about “doing it wrong”. This supports Thornberg’s (2007) claim that knowledge of rules alone is not enough to ensure a successful transition. In order to function properly, and therefore belong to a new setting, it is essential that children are able to adhere to set rules.  
It emerged that the children’s negative feelings towards the Year 1 rules were associated with their awareness of the related sanctions. This complements the findings of Dockett and Perry’s (2001) Starting School Research Project, which revealed from interviews with three hundred 5-6-year-old children, that they were fully aware of the consequences of breaking set rules (Perry and Dockett, 2003). My study builds on these findings, as the children reported that it was the social exclusion, in addition to the actual sanction, which was cause for concern. The children explained how being naughty or failing to finish work resulted in missing a playtime. Although this sanction was considered “boring”, the children also related it to feelings of “loneliness”. The word lonely is a strong indicator of the impact that exclusion from the group can have on sense of belonging. Their understanding of the ultimate punishment compounded the children’s anxieties related to social exclusion. They were aware that more than three insertions into the “bad” book for being “naughty” would lead to being “expelled”. Therefore, the ultimate sanction was specifically related to permanent exclusion from the group to which they were trying to belong. 
The children had also developed an understanding that being labelled naughty, whether in conjunction with a sanction or not, had a negative impact on belonging. This negative impact on belonging was evident when Jack displayed signs of discomfort at being partnered to line up with the “naughty one on the table”. Not only was the “naughty one” now being excluded from the group, Jack also appeared apprehensive about how associating with this child would affect his own status within the class. In sum, it would appear that within the setting the rules were used as a powerful tool for group cohesion, whilst the children were keen to avoid sanctions they were just as keen to avoid exclusion from the group, therefore, there was a collective imperative to behave. 
The children in this study related the classroom rules to teacher expectations and were aware that the teacher enforced the rules with sanctions. They were also aware that the teacher had the power to exclude them from the group. The first rule, which appeared first at the top of the class rules posters was ‘listen to the teacher’, a position that conveys a clear message that this was arguably the most important rule, which was set by the teacher and was connected to respecting her position within the classroom. Furthermore, the different power status between adults and children was exacerbated by the manner in which rules were generated. In Maternelle the children worked alongside the teacher in the first few days of school to propose a mutually agreed set of rules, whereas in Year 1 the rules were pre-determined by the teacher and imposed upon the children. I would argue that the sense of shared control had been removed and abruptly replaced with a sense of enforcement. In addition, I would argue that the expectation to address the teacher by her surname instead of her christian name impacted on the child-teacher relationship, as the more formal use of the surname set a more serious tone, which was again related to respecting the teacher’s position within the classroom. 
 Lam and Pollard (2006) explain that when children make the first educational transition from home to school they cross a cultural boundary, which requires them to make a shift in identity from child in the home to pupil at school. My findings lead me to argue that another cultural boundary has been crossed when children transition between educational settings, which requires another shift in identity. This shift in identity is associated by Margetts (2004) with the adjustment that is required for social and cultural standards to be met in line with the teacher expectations that govern the cultural ethos of the classroom. When the rules governing the social and cultural expectations of one setting are inconsistent with the next, children are expected to actively construct and respond to changing classroom situations and adapt identity accordingly (Lam and Pollard, 2006).  Lam and Pollard (2006) go on to argue that “to understand how children interpret, interact and settle into the novel classroom context, it is necessary to understand their home context, which prepares them and shapes their beliefs about school” (p. 133). In addition, my findings lead me to suggest that when transitioning between educational settings it is equally important to understand how their previous educational experiences have shaped their current cultural, social and learner identities, in order to determine what adaptations may be required in order to succeed and belong within the new setting.
 Upon the transition to Year 1 the children were expected to work independently and were rewarded for working in silence, without collaboration with peers. Whilst Katie was recognised as being very shy following the transition to Year 1, the encouragement she received to “speak more” was overshadowed by her desire to earn golden time for her group by working quietly. This collective approach to achieving rewards demonstrates, once more, the power of group cohesion, as not only were children excluded from the group by sanctions, but also by rewards. If the children failed to work quietly then they were accountable for their group not receiving a reward. This led to children monitoring their peers’ behaviour and identifying the “talkative” children who had a negative impact on the collective behaviour of the group. 
The evidence from my study illustrates the strong connection between rules, rewards and the social acceptance, which is essential for belonging. From this perspective, belonging is therefore associated with conformity. As reported by Howe (2012), whether children strive to conform in order to be acknowledged as a good pupil, or whether it is in an attempt to earn rewards, it must be acknowledged that this conformity often requires a great deal of effort. I would strongly advise that the findings from this study should build on those of Howe (2012), and be used to inform policy on transitions, in that consideration should be given to the level of adaptation that is necessary for children to adhere to new rules, and reap the benefits of rewards, as this study has revealed that the children expressed specific concerns about their ability to adhere to rules. This is understandable, since failure to adhere to classroom rules is highlighted by Cassidy (2005) as being an indicator of inability to behave socially to their environment. Being deemed unable to behave socially, as the term ‘social’ itself suggests, would have a negative impact on belonging, which would lead to a negative transition experience.  
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 Before conducting this research I held the assumption that there was an issue with transitions within my setting, in that I believed the children experienced an overwhelming combination of changes. I was concerned that they had to move to a new building, a bigger playground, begin a second language and familiarise themselves with three or four different teachers, whilst simultaneously experiencing a change in curriculum which would result in less play-based learning. My initial reason for conducting this research was to give children a voice in matters which affect them; therefore, it was essential for me to listen to what the children were telling me, to ensure that any recommendations for future practice were based on what was important to them, and not simply a reflection of my initial assumptions. The findings from my study certainly challenged my initial assumptions because the children did not express concerns related to moving to a new building, beginning a second language or having more than one teacher. Whilst they did recognise the move to a new playground to be a significant transitional change they were in no way concerned or worried about this. However, pedagogical discontinuities in approaches to learning were recognised as being a significant transitional change that was associated with negative experiences. In sum, my assumption that there was an issue with current transition practices within my setting was not confirmed. However, the findings did indicate that improvements could be made to current practice within this setting which will be explored further within this section.
The children were generally positive about their transition experiences and were excited to be Year 1 students. In particular, my findings support Brooker’s (2008) assertion that early educational transitions provide the opportunity for children’s learning dispositions to be fostered and strengthened, as the children associated Year 1 with learning and were both motivated and excited to learn. This excitement to learn, as indicated by the parents in this study, appeared to be linked to achieving a new status ‘growing up’. However, in order to achieve this new status and secure a sense of belonging within the new Year 1 environment the children were expected to construct a new identity. This expectation to re-adjust was, as suggested by Osborn et al. (2006), reported to be a significant challenge which was associated with some negative transition experiences. 
The expectation to construct a new learner identity and adapt learning behaviour was a result of discontinuity in approaches to learning. The children reported how the expectation to complete difficult work quietly and independently in Year 1 had replaced collaborative play-based experiences. The children had also developed an understanding that literacy in Year 1 was related to skill acquisition associated solely with decoding text. As such, they perceived their existing skills of using pictures to read, and drawing to write, to be of little value. These changes resulted in significant discontinuity upon the transition to Year 1 since the children were expected to “unlearn their ways of working in one place in order to adapt to the requirements of the new setting” (Dunlop and Fabian, 2007, p. 08). Whilst this conclusion began with recognition of how the transition to Year 1 had fostered the children’s learning dispositions, the findings indicate that learning dispositions could have been further strengthened through continuity. As identified in the literature review, if schools recognise children’s existing funds of knowledge it minimises the possible threat to their established identity (Hughes and Pollard, 2006). The children would still be motivated to learn in Year 1, but in ways that valued existing skills and knowledge. 
In sum, the children had demonstrated the resilience necessary to adapt to new ways of working, which Niesel and Griebel (2005) relate to positive transition experiences. However, their resilience did not ensure a positive transition experience, as they reported that the transition experience would be more positive if they could build more gradually on familiar experiences. This view resonates with the findings of Dockett and Perry (2001) that in order to meet children’s needs it is necessary to recognise the “growth, development and learning that has occurred before” (p. 07), and then build on this.  It is important to remember that early education in England is typically referred to as the ‘Foundation Stage’, which I believe is a powerful metaphorical term.  As Bennet (2006) reminds us, the Foundation Stage is in essence the foundation on which all future educational experiences are to be built upon, and not simply dismissed and replaced. The children in this study did manage to adapt to meet new demands, but the findings strongly indicate that they would have benefited from, and also desired opportunities to gradually build on their existing skills. This places responsibility on teachers to enhance children’s transitions by minimising these challenging changes. I would, however, suggest that they will be unlikely to fulfil this responsibility whilst educational policy continues to privilege a ‘child ready’ approach to transitions. Moreover, when this policy advocates formal approaches to learning in Year 1, the opportunities for play-based approaches to learning are limited. As a result, tensions between continuity in familiar experiences and progression in learning remain un-resolved, as children are denied the opportunity to develop complexity in play, and teachers are unable to search for strategies which provide opportunities for progression to be achieved in play. 
Pedagogical discontinuity was found to be exacerbated by the expectations related to the rules and associated rewards systems governing the Year 1 environment. The children in this setting had to interpret and navigate conflicting demands, as they had to demonstrate readiness for increased responsibility and independence, whilst simultaneously aiming to conform to the rules governing an environment, which they perceived to be more controlled and directed. Furthermore, they were grappling with the practicalities of the tensions between the collective imperative to behave appropriately and manage increased work expectations. In practice, this meant that when the children were attempting learning tasks that were perceived to be more difficult they could not gain support through group collaboration. Whilst this might result in group success it would also break the quiet working expectation necessary for achieving group rewards, therefore the children opted to work silently in order to reap the benefits of both individual and group rewards. These expectations, however, resulted in an individual and somewhat competitive approach to learning in Year 1, which again called for significant adaptation. 
Not only did new rules and reward systems lead to discontinuity of experiences but my findings lead me to argue that individual rewards were having a negative impact on learning dispositions. As identified earlier, these children demonstrated positive learning dispositions related to the transition to Year 1. However, the positive learning disposition highlighted by Brooker (2008) of “persisting with difficulty” (p.09), was affected by the children’s desire to earn rewards, as they would opt for easier tasks. This pursuit of easier tasks could have a long-term impact as it could affect enthusiasm for learning, which Lam and Pollard (2006) identify as being crucial to developing the learning disposition necessary for committing to life-long learning.  Moreover this avoidance, I would argue, is a sign of disengagement which, as Osborn et al. (2006) warn could have a negative impact on subsequent transitions throughout the life-course. I conclude from my findings that the individual reward system was ineffective. These children were already motivated to learn but the data suggest that they would be more willing to persist with difficulties if they were able to build on existing skills in a progressive manner. It is important for educators to develop understanding of how rules and reward systems shape the culture and ethos of the classroom, and to consider the impact this can have on continuity, learning dispositions and overall transition experiences. 
I would suggest that the identified un-resolved tension between continuity and progression is significant when considering further research opportunities.  I strongly recommend that further research be conducted in the specific area of how to provide continuity of familiar experiences whilst simultaneously achieving learning progression. Research is needed in order to inform the necessary policy for supporting teachers. If children are to be given opportunities to build on existing skills through familiar activities that recognise their ability to gain meaning from pictures in books and to work practically with maths materials, then educators need to develop confidence in devising activities that enable children to utilise these skills in a progressive manner.  This is particularly important when considering the children’s anxiety-tinged desire to play in Year 1. If settings promote play-based approaches to learning beyond ECE then children will receive the message that play is still valued, and will be consequently less anxious to play. Educators will then have ongoing opportunities to witness development in complexity of play and to provide opportunities for progression. I also see potential opportunities for further research to inform policy which is specifically related to the impact that rules and reward systems have on children’s transition experiences. 
Whilst this study was concerned with children’s experiences of the transition from Maternelle to Year 1, I feel it is my duty as an educational researcher to present information regarding Leanne’s earlier transitions experiences. When asked to recall experiences which they did not enjoy in Maternelle, Leanne explained, “I didn’t really like when I was in the first time, when I needed to leave my daddy”. Whilst this was one single statement, it provides crucial information. Leanne’s negative memory of her whole time in Maternelle was actually related to her initial transition from crèche to Maternelle. This single statement, I believe, illustrates once more the significance of children’s early transition experiences. Despite the fact that over two years having passed, Leanne still vividly recalled the sadness she experienced on being separated from her father when transitioning to Maternelle. Whilst the findings from my study have enabled me to discuss possible strategies for improving the transition from Maternelle to Year 1, this evidence signifies the need to consider children’s experiences in relation to their transition to Maternelle. In association with Leanne’s comment, it was also revealed by Sean’s mum that he was “exhausted” for at least the first term when he transitioned to Maternelle. This, once again, identifies the importance of recognising the significance of all transitions that children make. This also validates my decision to include all stakeholders’ voices within this study. Whilst I have been astounded by the children’s ability to express their experiences clearly and to make mature recommendations based on these experiences, I must also acknowledge the importance of the adults’ voices. 
An original contribution to knowledge is the fact that these children make the transition to Year 1 at an older age than the children in England, and yet my findings resonate with those from key studies in the U.K. Although this is a small-scale case study the findings indicate that the transition process is the key factor as opposed to age, which contests the maturational view of readiness identified in the literature review, that it is the youngest children (summer born in England), who need the most support during the transition to Year 1. Educational transitions therefore become a school-wide issue and not just a matter for the youngest children in our education systems. 
In order to justify the relevance of this study and to highlight the importance of further research in this area, I will now take a moment to consider recent developments (since my research was conducted in 2013), in the field of early educational transitions. As the main focus of my study was to understand early educational transition experiences from the children’s perspective, the report by Robinson (2014), funded by the Cambridge Primary Review Trust is of particular relevance. Whilst there is a section in this report about transition from primary to secondary school there is no focus on the transition to primary school. However, this report was conducted in order to acknowledge the increasing number of research studies that have focused on eliciting children’s views about their educational experiences. Thus, this report acknowledges the importance of using children’s voices in educational research. The attempt in this report to combine recent research that has accessed children’s perspectives demonstrates how each small-scale project is valuable and can contribute to improving practice when findings and recommendations are combined. 
In 2013 a campaign unfolded entitled ‘too much too soon’ (Ellyatt, 2013), in the form of an open letter from a number of early education professionals to the UK government. Within this letter grave concerns were expressed in relation to the dominance of ‘school readiness’ within current educational policy. Concerns were raised about early education becoming formalised, and developmental needs not being met as children are prepared for primary school. These concerns resonate with those raised both within my literature review and in response to my findings.
Of particular relevance to my study is the work by O’Kane (2016), who conducted a review commissioned by the National Council for Curriculum and Assessment (Ireland), into the transition from pre-school to primary school. Whilst this was an Irish commissioned review it considered research, literature, policy and practice on an international level. O’Kane reported that tensions between play-based and formal approaches to learning had a negative impact on transition experiences, and recognised that despite research highlighting the benefits of continuity between curriculum, there continued to be significant pedagogical discontinuity. O’Kane urges policy makers to view the concept of ‘readiness’ as a shared responsibility between the child, family, school and community and recognises the importance of ‘ready schools’. Her report resonates with my claim that as yet, many recommendations from research studies into children’s transition to primary school have not influenced policy or practice. Therefore, it is essential that further research in this area is conducted so that evidence can be combined in order to strengthen claims addressed at changing current policy.
I have highlighted the importance of combining studies when attempting to inform policy. In line with this I will now acknowledge the limitations of my own study. Firstly, within this chapter I have used my findings to suggest how current practice could be improved, but I have to question how far practice should be rooted in a small sample of children’s perspectives. Whilst recognising in the methodology section that my study might be transferable to other similar settings rather than largely generalisable, I have to some extent unconsciously made generalisations in relation to recommendations for informing policy and practice. My findings can certainly inform practice within my own setting, however, they can only be used to inform policy and practice on a wider level when they are considered alongside other relevant research and literature. Therefore, in order to address the limitation of such a small-scale study I have ensured to discuss my findings in relation to other relevant studies and literature.  Also the fact that my research was conducted in a unique setting (European School), transferability is more difficult to achieve. However, I remain confident that I have presented sufficient contextual information for readers to determine similarities between settings that will enable them to make their own informed decisions related to transferability. 
If I were to conduct further research in this area I would again select research activities that reflected children’s interests, but I would enhance my research with adults by following recommendations from the mosaic approach that “the approach places children’s perspectives at the centre of discussion with adults” (Clark and Moss, 2005, p. 13). For example, I might show adults some of the photographs the children had taken and share the response they gave in connection to these photographs, before then gaining the adults’ perspectives about this. This would enable the adults to gain some level of understanding about the children’s perspectives, which I believe would result in fewer assumptions being made. This I feel would strengthen the relationship of data between the children and adults. Moreover, I could have presented children with information from adults about their views of the children’s transition experiences. This would be an effective way of raising concerns to determine, first hand, if these concerns are justified, but should be done towards the end of a project to avoid influencing their perceptions. 
On reflection, I believe that this research could have been enhanced by gaining more contextual information on the adults who participated in the study. By finding out more about the parents and teaching staffs’ own educational experiences and work experiences (routes into teaching for the teachers), I could have developed a deeper picture of how their belief systems impacted on their perceptions of the children’s transition experiences. This is something I will certainly consider if conducting further research.
Whilst I selected and created research activities that I believed would be appealing to the children I would now like to take this a step further by involving children in decisions about methods. I have been particularly inspired by the research project conducted by Lundy et al. (2011), in which they explained intended methods to the child participants in order to gain their feedback about them and to engage them in discussions about other ways to encourage the children in their class to share their views. Although I explained the methods to the children before the project began, this was to ensure they were happy to participate, but I feel much could have been gained by then exploring their perceptions of these methods. In sum, whilst I do not believe this was an inhibiting factor in my study, it does provide me with inspiration for further research. 
Finally I would like to return to the issue of potential bias which was addressed in the methodology section. I recognised that I held assumptions related to difficulties children might face during the transition. I did, as proposed, ensure my analysis of data was not distorted by my beliefs by using the data to challenge my initial assumptions. However, thorough reflection revealed that, albeit unconsciously, there were times when my initial bias was in fact impacting on analysis of data. This was evident in my use of the term anxious when describing children’s transition experiences. This term was not used by the children therefore, to some extent I have inferred this anxiety. Following this discovery I reviewed the data again and found that I had inferred anxiety when children had described negative experiences or used terms such as sad or not happy. On reflection, I decided that just because the children did not like something, felt sad or not happy, this did not necessarily mean they were anxious. Therefore, I adapted my presentation of findings section to reflect exactly what the children said, replacing the term anxiety more specifically with the words they expressed. References to anxiety still exist, especially in relation to rules and learning, as this is when children reported feeling worried or expressed specific concerns, rather than simply disliking something.
This reflexivity contributes to the credibility of this small-scale research study, which makes an original contribution to ongoing debates about school readiness, from children’s and adults’ perspectives. 
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[bookmark: _Toc482524425]Appendix A1 – Research information and consent letter (parents)
Invitation to participate in a research project (Child and Parent).
Project Title:
Using a range of participatory research methods with children to develop an understanding of their perceptions of the transition from Foundation Stage (Maternelle) to Year 1.
This project will be conducted by myself; Charlotte Wilders: the current Foundation Stage (Maternelle) Teacher, as part of my Doctoral studies.
I would like to invite you and your child to take part in the above named research project.  In order for you to make an informed decision about whether you are willing to participate I am now going to provide you with relevant information about the purpose of my proposed study.  Please read this information carefully and do not hesitate to contact me if anything is unclear.  
The project’s purpose:
The overall aim of this project is to determine what children’s own perceptions are of their transition experiences as they move from one stage of education to the next (Foundation Stage to Year 1).  I hope that by gaining further understanding of how children are affected by this transition I can ultimately begin to suggest how this transition process can be improved and developed within our school.  Although much research exists which has considered parents’ and teachers’ views of the transition process, less research exists that has focused on children’s perceptions.  Therefore, I am aiming to give children a ‘voice’ in matters which concern and affect them, and will then compare their perceptions with those of the significant adults in order to highlight similarities / differences.  I will use a wide range of fun, multi-sensory research activities that I believe will engage children so that all my participants have an opportunity to share their views, experiences and perceptions.
Why you have been chosen:
To achieve a fair representation of the children in the current Year 1 class I have decided to select the following participants:
· 2 of the youngest children in the class one boy / one girl.
· 2 of the oldest children in the class one boy / one girl.
· 2 of the middle aged children in the class one boy / one girl.
By selecting the above participants I will be taking into account how transition experiences can vary depending on sex and age.  
As your child fits into the above category I have selected both yourself and your child to be possible participants.


Do you have to take part:
You and your child certainly do not have to take part and you are both free to withdraw at any stage of the project.  If you decide after reading this information sheet that you are happy to be involved you will need to sign the consent form.  I will then also need consent from your child.  I will provide your child with as much relevant information as possible in order for them to make a decision about whether they wish to participate.  You may also wish to explain the project to your child before they make their decision.
What will be expected of you and your child if you decide to take part?
I will be collecting my research data in term 4 – week commencing 18th February.  During this term I will ask the participating parents to come into school once (at a mutually convenient time), for me to conduct a short interview, and also a ‘fun’ computer based task, in order to determine your perceptions of the transition process.  I would estimate that each activity, the interview and the computer task should take about 30 mins each.  Therefore, I would be asking for you to be at school for approximately 1 hour.
Throughout this term I will also be conducting research activities with your child to determine their perceptions of the transition process. Proposed activities will be short interviews with the children using puppets, children taking photographs of their setting and drawing their favourite activities, the children taking a puppet on a guided tour of their setting, 1 computer based activity and making a scrap book of a Year 1 setting.  I shall try to limit the time I am taking the children from their Year 1 sessions and will liaise with their teacher about this.  I will also liaise with the children to ensure they do not feel upset to be missing certain aspects of their day.
What might be the possible disadvantages of taking part in this project?
The unavoidable disadvantage is that you will have to give up some time in order to come into school to take part in the interview.  Also your child will have to miss some Year 1 sessions during term 4 in order to take part in the various planned activities.  If any other unexpected / unforeseen discomforts or disadvantages are noted by yourself I would ask that you bring these to my immediate attention.
What are the possible benefits of taking part in this project?
 I cannot state that there will be any immediate benefits for your child or yourself in taking part in this project.  However, I truly believe that the information gathered during this project will have a positive impact on how future transitions from Foundation Stage to Year 1 are developed within our school.  I also think your child may enjoy and appreciate the opportunity to visit Foundation Stage (Maternelle) and share their knowledge.  They will have a chance to be the ‘experts’ and although their information will not change the transition experience for them I will be sure to explain that what they share with me may help to improve the transition experience for the children who move to Year 1 next.
What if you are unhappy about something?
If at any time throughout the project you or your child are unhappy about anything I would urge you to speak to me (Charlotte Wilders): charlotte.wilders@eeb3.be, as soon as possible.  If you feel I am unable to help you with your complaint then please feel free to contact my supervisor at The University of Sheffield ‘Dr Levy’ who can be contacted at the following e-mail address: r.levy@sheffield.ac.uk.
Will your participation in this project remain confidential?
All the information that I collect during the course of the research will be kept strictly confidential and you and your child will remain anonymous in any reports or publications which arise from this project.  The data collected will be stored either on my home computer, my ipad or in my online dropbox account all of which are password protected.
What will happen to the results of this research project?
The results of this project will be published in my final thesis which I hope to submit in September 2014.  Once this thesis is published I can inform you where you can obtain a copy.  As I am particularly interested in ‘transitions’ there is the chance that the data collected in this project may also be used to form the basis of my further research in this field of interest.
Who has ethically reviewed this project?
The school of education department at the University of Sheffield in England has managed the ethics review procedure for this project.  Any concerns regarding this review procedure can be addressed to my supervisor Dr. Levy: r.levy@sheffield.ac.uk.
Will you be recorded, and if so, how will this recorded media be used?
I will make audio recordings of the interviews with both adults and children.  This is purely for my use.  I can then re-play the interviews in order for me to transcribe in full detail what was said. Once fully transcribed the interview tapes will be destroyed.  
I would now like to take this opportunity to thank you for taking the time to read this information sheet, and I hope it has given you sufficient detail for you to make an informed decision about whether or not you and your child would be willing to participate in this project.  If you agree that you give consent for you and your child to participate then please sign and return (via your child’s agenda) the consent form.  I will then approach your child to ask whether they too are willing to take part.  I will make sure that you have a copy of the information sheet and consent form to keep for your records.



Participant consent form: parents. 
Title of Project: Using a range of participatory research methods with children to develop an understanding of their perceptions of the transition from Foundation Stage to Year 1.
Name of Researcher: Charlotte Wilders                                                      Please Initial the box
1. I confirm that I have read and understand the information letter   

(included with this form) for the above project and have had 
the opportunity to ask questions.


2. I understand that my own and my child’s participation is voluntary and that 
we are both free to withdraw at any time without any given reason.


3. I understand that my own and my child’s responses will be anonymised 
before analysis and I give permission for the researcher (Charlotte Wilders) to 
share these anonymised responses with her supervisor.


I give my consent for both my child and I to take part in this project but 
understand that my child must also now give his / her own consent.


4. I give my consent for myself and my child to be audio recorded.                            

______________________            _________________                  _______________________
Name of participant                           Date                                               Signature
_____________________           __________________              __________________________
Name of lead researcher                 Date                                              signature
A copy of this signed form will be kept in my main research file and a copy shall be returned to you.
[bookmark: _Toc482524426]Appendix A2 - Research information and consent letter (teaching staff)
Invitation to participate in a research project: Teaching staff.
Project Title:
Using a range of participatory research methods with children to develop an understanding of their perceptions of the transition from Foundation Stage (Maternelle) to Year 1.
This project will be conducted by myself; Charlotte Wilders: the current Foundation Stage (Maternelle) Teacher, as part of my Doctoral studies.
I would like to invite you to take part in the above named research project.  In order for you to make an informed decision about whether you are willing to participate I am now going to provide you with relevant information about the purpose of my proposed study.  Please read this information carefully and do not hesitate to contact me if anything is unclear.  
The project’s purpose:
The overall aim of this project is to determine what children’s own perceptions are of their transition experiences as they move from one stage of education to the next (Foundation Stage to Year 1).  I hope that by gaining further understanding of how children are affected by this transition I can ultimately begin to suggest how this transition process can be improved and developed within our school.  Although much research exists which has considered parents’ and teachers’ views of the transition process, less research exists that has focused on children’s perceptions.  Therefore, I am aiming to  give children a ‘voice’ in matters which concern and affect them, and will then compare their perceptions with those of the significant adults in order to highlight similarities / differences.  I will use a wide range of fun, multi-sensory research activities that I believe will engage children so that all my participants have an opportunity to share their views, experiences and perceptions.
Why you have been chosen:
You have been selected as a possible participant due to your current job role.  As I am researching the transition experiences of children moving from Foundation Stage to Year 1 and am keen to include the views of the relevant adults. Therefore I wish to include current Foundation Stage (Maternelle) and Year 1 staff.
Do you have to take part:
You certainly do not have to take part and you are free to withdraw at any stage of the project.  If you decide after reading this information sheet that you are happy to be involved you will need to sign the consent form.  
What will be expected of you if you decide to take part?
I will be collecting my research data in term 4 – week commencing 18th February.  During this term I hope to meet with (on one occasion) the Year 1 staff and (on a separate occasion) the Foundation Stage Staff.  During this meeting I will conduct a short interview (approximately 30-40mins) to gain an understanding of your perceptions of the current transition process.
 Year 1 teacher: I will also be asking for 6 children in your class to take part in various research activities during this term.  I will approach the parents of these children to gain their consent and will also ask for consent from the children themselves.  However, I would need to liaise with you as to when they could be released from sessions in order for them to participate in my activities.
What might be the possible disadvantages of taking part in this project?
The unavoidable disadvantage is that you will have to give up some time in order to take part in the interview.  If any other unexpected / unforeseen discomforts or disadvantages are noted by yourself I would ask that you bring these to my immediate attention.
Year 1 Teacher: Although 6 of your children will have to miss some of their Year 1 sessions I will aim to keep their absence from their daily Year 1 activities as low as possible and will, as mentioned above, liaise with you about the most suitable time for me to take these children.
What are the possible benefits of taking part in this project?
 I cannot state that there will be any immediate benefits for you by taking part in this project.  However, I truly believe that the information gathered during this project will have a positive impact on how future transitions from Foundation Stage to Year 1 are developed within our school.  
What if you are unhappy about something?
If at any time throughout the project you are unhappy about anything I would urge you to speak to me (Charlotte Wilders) as soon as possible: Charlotte.wilders@eeb3.be.  If you feel I am unable to help you with your complaint then please feel free to contact my supervisor at The University of Sheffield ‘Dr Levy’ who can be contacted at the following e-mail address: r.levy@sheffield.ac.uk.
Will your participation in this project remain confidential?
All the information that I collect during the course of the research will be kept strictly confidential and you will remain anonymous in any reports or publications which arise from this project.  The data collected will be stored either on my home computer, my ipad or in my online dropbox account all of which are password protected.
What will happen to the results of this research project?
The results of this project will be published in my final thesis which I hope to submit in September 2014.  Once this thesis is published I can inform you where you can obtain a copy.  As I am particularly interested in ‘transitions’ there is the chance that the data collected in this project may also be used to form the basis of my further research in this field of interest.


Who has ethically reviewed this project?
The school of education department at the University of Sheffield in England has managed the ethics review procedure for this project.  Any concerns regarding this review procedure can be addressed to my supervisor Dr. Levy: r.levy@sheffield.ac.uk.
Will you be recorded, and if so, how will this recorded media be used?
I will make audio recordings of the interviews but this is purely for my use.  I can then re-play the interviews in order for me to transcribe in full detail what was said. Once fully transcribed the interview tapes will be destroyed.
I would now like to take this opportunity to thank you for taking the time to read this information sheet, and I hope it has given you sufficient detail for you to make an informed decision about whether or not you would be willing to participate in this project.  If you agree that you give consent to participate then please sign and return the consent form to me.  I will make sure that you have a copy of the information sheet and consent form to keep for your records.



















Participant consent form: Teaching staff - Title of Project: Using a range of participatory research methods with children to develop an understanding of their perceptions of the transition from Foundation Stage to Year 1.
Name of Researcher: Charlotte Wilders
Please Initial the box

1. I confirm that I have read and understand the information letter   

(included with this form) for the above project and have had 
the opportunity to ask questions.


2. I understand that my participation is voluntary and that I am
free to withdraw at any time without any given reason.



3. I understand that my responses will be anonymised before analysis.
I give permission for the researcher (Charlotte Wilders) to share these
anonymised responses with her supervisor.


4. I agree to take part in the above research project.


______________________            _________________                  _______________________
Name of participant                           Date                                               Signature


______________________           __________________              __________________________
Name of lead researcher                 Date                                              signature

A copy of this signed form will be kept in my main research file and a copy shall be returned to you.
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[bookmark: _Toc482524428]Appendix C – Interview schedule, first interview (children)
Intro Tom and Polly, can they remember them?  Explain about my research what I am trying to find out.
Free narrative – show our daily time-table from Maternelle – do they remember the things we did?
· Tell Tom and Polly what you remember most about Maternelle
· What did you like most about Maternelle?
· What did you not like so much about Maternelle?
The children in my class are going to be in year 1 soon Tom and Polly want to tell them what it is like.  Can you tell me what a normal day in Y1 is like?
· Tell Tom and Polly what you like about Y1
· What do you not like so much about Y1?
Tom and Polly really want to know what it is like moving to Year 1.  Explain what it is like moving from Maternelle to Y1. 
· How did you feel when you first moved? How do you feel now? 
· What things changed /were different /similar to Maternelle?  What do you think about these changes?
















[bookmark: _Toc482524429]Appendix D – Drawing Conversation notes
Drawing Conversations: 26.2.13
Draw a picture to show Tom and Polly what you remember most about being in Maternelle.
	I
	It’s when we were colouring numbers / painting easel.
So many cakes, I had 2 big cakes, (talking about S’s drawing in this statement).
Sometimes in Maternelle I wasn’t good at drawing but now I learn.
This is the cutting and sticking table, the boxes of crayons, and the cello tape.
This is ‘K’. This is the paint board.
I liked cutting and sticking.

	S
	I remember when I was giving cakes out for my birthday. I put letters on each for children’s names.

	J
	Bicycle time. The seats are black and the bikes are red.  
We would sing a song it’s time to put your books away and sit on the carpet.  (sang me the song).  J did not draw this but just began telling me about it as he continued to draw the bicycles.









Draw a picture to show Tom and Polly what it is like being in Y1.
	I
	If we be noisy we get our name on the board (not drawn just told me).  
I’m drawing when we are writing in our story books. (news books).  I hope Tom and Polly do it right or they have to rub it out.  I like it sometimes, but my favourite thing is the ipads.
Tom and Polly will have a word book to help them write.  This is L and me.

	S
	We have to do drawing and writing in Y1 not just drawing. We have a news book about our weekend we split the page into two to draw and write.
We don’t sit on the carpet in Y1. I miss sitting together on the carpet (the carpet featured clearly and in detail on his Maternelle drawing).
We have to work quietly in Y1.
I’m doing a map of the class.  We have tables, like tiger table so we know how many stickers you have.  All stickers means golden time on Friday.  Here’s the sticker chart.

	J
	It’s really sensible in Y1. I’m drawing the ipads. These are blue ipads. Where we use the ipads. Every week we go on ipads. 
 It’s a bit boring writing in news books.
This is a door where we can’t go in. Don’t know what’s in there. It’s outside the classroom where we use the ipads.






Compare drawings. Are they similar / different, have things changed, what will change for Tom and Polly?
	I
	It’s different that this is playing and painting (Maternelle picture), but that’s writing (Y1 picture).  We can choose in Maternelle. I liked to choose painting and cutting and sticking.  In Y1 you might get to cut things out. We can’t just make what we like.  It’s nicer if we can choose cos we make lots of fun things but if teacher asks us we learn how to do it. 
We have different ideas in Maternelle so we learn how to do different things cos we copy our friends’ ideas and learn and help each other.

	S
	The thing that’s different at playtime in Maternelle they have snack inside we have it outside but there’s no table. (not drawn just told me).
Wet play is like golden time so I really like wet play (linked to drawing of sticker chart).
They can still take cakes when it’s their birthday.
Some maths is quite hard only one page is easy.

	J
	The difference is in Maternelle we don’t use ipads and we don’t have bicycle time anymore in Y1, I liked that. It is a bit different.
I like wet play cos we play lego, capla.











[bookmark: _Toc482524430]Appendix E – Interview schedule, final interview (children)
Final interview – schedule:
· You’ve been telling Tom and Polly about what it’s like moving to Y1.
· Some of you told me you like the Y1 playground so Tom and Polly are looking forward to that.  But you also told me that you really like wet play.  Are you not sad when you can’t go in the playground?
· Tom and Polly noticed some of the changes you told them about – second language, different teachers, no terrace, work instead of play.  What do you think has been the biggest change? How do you feel about that?
· Some of you told Tom and Polly about the stickers you get. Is it good to have stickers or not?  Should we have stickers in Maternelle? (good work)
· Some people told me they found maths difficult in Y1.  Should maths be a bit harder in Maternelle or a bit easier in Year 1?
· Some people told me that they learned more in Y1.  Did we also learn in Maternelle –what kind of things did we learn?
· Tom and Polly noticed that in Y1 teacher usually tells you what job to do.  Do you like that, or do you like to choose what job to do?
· Anything you think I could do to help my children 
With the move into Year 1? Could it be better / how?
· Lots of you told me that there was more work than play in Year 1.  Does it have to be like that in Y1 / why? Would it be better to have more play?
· More rules in Y1 – why?
· Lots of you told me you liked handwriting in Y1, why is this?
· Anything else we should tell Tom and Polly about what it feels like to move to Y1?










[bookmark: _Toc482524431]Appendix F1 – Interview schedule (parents)
Parents’ interview:
· What do you think your child liked most about being in Maternelle? Is there anything you think they didn’t like so much?
· What do you think your child likes most about being in Y1?  Is there anything you think they don’t like so much?
· Do you think it was a big change for them moving from Maternelle to Y1? Why / what do you think your child would say has changed the most for them? What do you think they feel about these changes?
· How did they feel just before moving, after moving, now?
· I s there anything you think your child missed or still misses about Maternelle now they are in Y1?
· Do you think this should / could be continued in Y1?
· What if anything do you think Maternelle and / or Y1 teachers could do to improve the transition process?
· Is there anything else that you think should be done to improve the transition?












[bookmark: _Toc482524432]Appendix F2 – Interview schedule (Year 1 teacher)
Year 1 teacher interview:
· Do you think it is a big change for children moving from Maternelle to Year 1 in our school?
· What things do you think change the most for the children?
· How do you think children feel about these changes?
· Is there anything you think children miss about Maternelle when they move to Y1?
· (Could / should this be continued into Y1)?
· What do you think children like most about being in Y1?
· Do you think some children find the transition difficult?
· If yes.... do you think it would help to spend more time preparing them for Y1 in Maternelle / or would it be better to adapt Y1 to ease the transition / or a combination of the two?  
· What else do you think could be done to improve the transition within our school?












[bookmark: _Toc482524433]Appendix F3 – Interview schedule (Maternelle teaching staff)
Maternelle teaching staff interview:
· Do you think it is a big change for children moving from Maternelle to Year 1 in our school?
· What things do you think change the most for the children?
· How do you think children might feel about these changes?
· Is there anything you think children miss about Maternelle when they move to Y1?
· (Could / should this be continued into Y1)?
· It children are finding transition difficult do you think it would help to spend more time preparing them for Y1 in Maternelle / or would it be better to adapt Y1 to ease the transition / or a combination of the two?
· What else do you think could be done to improve the transition within our school?















[bookmark: _Toc482524434]Appendix G – Example transcript (Photograph interview)
Transcript: Photograph interview: Katie and Jack:
Me – so well we’ve got lots of photographs here today I’d like you to pick a photograph to start with that you would like to tell Polly about. So it can be a photograph that you took of something that you remembered about Maternelle or it can be a photograph of Y1.
Me – so what photo have you got there Jack?
Jack – erm, Mrs B
Me – Mrs B and why did you take that photograph Jack?
Jack – erm...because...erm...because we needed to take photos of Y1 and what we remember of the Maternelle
Me – right
Jack – that’s why
Me – why did you want to show Polly Mrs B then?
Jack – she know which with which teacher she will be
Me – oh it’s important to know which teacher you’re going to have
Jack – yes
Katie – she doesn’t  know the name yet
Me – Polly says will it be Mrs. B next Year when she goes to Y1?
Katie – that we don’t know yet
Me – oh we don’t know yet – right o.k
 Me – oh Polly’s got a question.........oh o.k Polly said will she get to meet her teacher before she starts Y1?
Jack – maybe
Katie – maybe
Me – maybe, did you get to meet Mrs B before you started Y1?
Katie – erm no we just went in class
Me – oh and how did you feel about that?
Jack – great
Me – great
Katie – I’m a bit shy
Me – oh a little bit shy, why Katie?
Katie –well, because I didn’t know anything about it yet, I didn’t know if we had rules yet...or anything yet.
Me – right ok and was there anything that would have made it a bit easier for you Katie?
Katie – yes because Mrs B told me all the rules
Me – oh so maybe, so when you met her she told you so – would it have been helpful if you’d met her before?
Katie – yeah
Me – yeah, ok
Me – and what is that K, what’s that Photograph can you tell Polly?
Katie – the rules
Me – the rules
Katie – Listening to the teacher, put your hand up when you want to speak, tidy up when you finish work, work quietly, line up sensibly with your partner, play nicely during wet play time (recites rules).
Me – so Katie why did you decide to take a photo of the rules for Polly?
Katie – Because so she would know all the rules and they can read them
Me – is it important to know the rules before you go to Y1?
Katie – yes
Me – yeah
Me – and did we have rules in Maternelle?
Katie – ermm...not many
Me – not many, can you remember any rules from Maternelle?
Katie – yeah we had to always erm cross our legs...we also have to do that at Primary
Me – right – so some of the things are similar as well
Katie – yeah
Me – ok Jack have you got another Photo for Polly? Is there something that you’d really like to show Polly, what’s that Jack?
Jack – aahh it’s the bags, well we have to take a very big bag....er this big.
Me – is it bigger than the bag you had in Maternelle?
Katie – yeah because mine is kinda big
Me – oh Polly said will she need to get a bigger bag for Y1?
Jack – yeah
Me – oh sorry , sorry Polly keeps asking me things.
Jack  – mine is this tall and it’s about this long
Me – ok Polly said why will she need a bigger bag for Y1?
Katie – cos you need to like put more things in like reading folder, your homework, reading books, your library book, need many things.
Me – and do you not need those things in Maternelle?
Katie – no, not many
Jack – Loads of big things and loads of homework.
Me – lots of homework
Jack – and we...and we...need some space because when it’s something fragile and its easy breaked and you don’t have...we need more space.
Me – ah I see, and can you find another photo then Polly’s really enjoying this she’s looking round and hoping you’re going to show her things.
Katie – This is like a sticker chart
Me – oh
Katie – You have to sit on tables
Me – right
Katie – and you have to...and when a tables like quiet working and everything...er you get a sticker for your table and the one that gets the most stickers in the whole week
Me – right
Katie – erm...gets to have like erm golden time
Me – oh, yes
Katie – golden time is like when we get to play
Me – ah you get to play...oh...erm...sorry Polly’s just saying she doesn’t know golden time she doesn’t have golden time, can you tell her a little bit more then about what you do in golden time?
Katie – you choose a game and you go out in the hall
Me – right
Katie – and you can play but then after like...2 minutes you have to tidy it up.
Me – right – and will Polly like golden time
Both – yes
Me – right, and why don’t we have golden time in Maternelle?
Katie – Because we don’t do work do we?
Me – oh we don’t do work really in Maternelle 
Jack – and no important things
Me – right oh now, so...I’m just looking at...and Polly’s just looking a little bit at this sticker photo you showed her, do you like doing the sticker chart?
Katie – yeah
Me – now do you have golden time a lot or...
Jack – not really, but only when it takes a long time sometimes it takes a long time, but its ok.
Katie – sometimes you need 3 weeks to finish it.
Me – right – oh so it make take you 3 weeks sometimes and then you have golden time, is that good, what do you think about that?
Katie – 3 weeks is like...it’s only in case it’s a bit difficult to get the stickers because the tables are all shouting.
Me – and how do you feel when you don’t get the stickers then?
Katie – a bit like....upset
Me – oh why do you feel a bit upset Katie?
Katie – because we don’t really get stickers...because erm  some get like too many but they shout a lot in our class.
Me – oh dear, ok, right.
Me – now then, anything else, Jack have you found another photograph for Polly?
Jack – you know when....it’s we don’t have to work at golden time the most important thing is that...that were happy and we have erm  a nice house and...everything is.  We don’t have to win everything.
Me – oh not it’s not all about winning as long as you’re happy
Jack – yes as long as you’re happy and...and look these are all the rules you have to do these are the only things you have to do, nothing else than these rules.
Me – just those rules, o.k and do you like having the rules Jack in Y1?
Jack – yep
Jack – and that ....that’s the whiteboard
Me – right
Jack – no that’s where
Katie – you can watch films there, like in the library
Me – oh when we used to go into the library we don’t have one in the classroom
Jack – it’s like this to put our things in to finish
Me – can I just look Jack – Polly’s trying to listen, what things have you finished Jack what do you mean things that you’ve finished?
Jack – no things I can’t remember that take too much
Katie – I mean the things you didn’t finish yet to put there like handwriting books or maths books
Me – oh, ok so if you’re doing handwriting or maths and you don’t quite finish you put it in this tray
Katie – yeah
Me – and do you have to finish that at some time?
Katie – you can – you don’t have to finish it in one day you can take a year I suppose.
Me – ok right so that’s your work to finish
Katie – More than one day when you didn’t finish more than one year then you have to like you can’t emmm finish.
Me – would you like to choose more photos to tell Tom and Polly about?
Jack – Yes about who we have to line up, that’s my name and I have to be with T and that’s O, and there’s I’s.
Me – oh so you have a partner to line up with
Jack – yeah and I’m S’s and O. T is T’s
Me – right, and oh Katie has found something else
Katie – Its erm...like the reading books you have to learn to read
Me – oh you have to learn to read, and did you learn to read in Maternelle or just something you started to do in Y1?
Katie – Just something we started to do in Y1
Me – something you started to do in Y1
Katie – We are on different levels erm level 1, level 2, level 3 I’m on level 3
Me – and what does being on level 3 mean K?
Katie – Well, just like some are better reading than others.
Me – oh,oh Polly’s wondering what level she’ll be on when she goes
Katie – I don’t know yet
Me – ooh, who will tell her?
Katie – Sometimes you change levels, so like it goes all the way to 7.
Me – and do you enjoy reading Katie?
Katie – yeah
Jack – yep
Me – o.k oh Jack this is that interesting photo I saw (my choice)
Jack – These are the games for the playground, that’s the skipping rope, look and we jump on the skipping rope.
Me – and that’s for the playground Jack, oh sorry Jack Polly’s got a question
Jack – yes
Me – do you like the Year 1 playground?
Jack – yep, its bigger than this one and it has loads of things. It has a playground in the middle.
Me – but what happens if it rains?
Jack– we have er..
Katie – wet
Jack – wet play
Me –right and what do you do in wet play time?
Jack –we..we..we play inside with Lego and loads of fun games and we can play....erm..topio
Me – and do you enjoy wet playtime or not?
Jack – yep
Me – you do, why do you like wet play time Jack?
Jack – cos it’s freezing outside and we have time to play in Lego and we can build things.
Me – and can you play Lego at other times in the day? Is there any other time when you’re allowed to use the Lego?
Jack – err..yes, but ooonnnnllly when we can ...yes....it’s at golden time as well
Me – oh o.k right, oh Polly’s starting to understand now thank you Jack you’re very patient with Polly helping explain, ooh Katie found something I’ll come back to you Jack
Katie – well it’s like em outside around that little playground there
Me – oh yes
Katie – it’s just like a space here
Me – oh in the playground
Katie – it’s like only allowed to go one time a week in that playground cos there’s a lot of children
Me – and that’s the play equipment and do you like running around on the normal playground or do you prefer the play equipment?
Katie – I prefer the play equipment
Me – right ok, but you get to go once a week, oh that’s nice.  Will Polly like her new playground?
Katie – erm, yes cos there’s more like swingy things
Me – right, o.k, now er maybe two more photographs each can you choose two of the photographs that you’d really like to show Polly I’ll move some down.  Things that you really remember about Maternelle or things that you think are really good to tell her about Y1.
Time sorting them now.
Jack – that’s my cuckoo clock what I needed to finish
Me – oh why were you doing a clock J?
Jack – it’s because of the time were talking about clocks.
Me - oh clocks, is that something you’re leaning in Y1?
Jack - yes
Me – can you remember anything you learned in Maternelle? 
Pause – thinking
Me – can you remember?
Jack – everything I remember of Maternelle, everything.
Me – what did you learn in Maternelle, you’ve been learning about clocks at the moment in Y1 I just wondered if you could remember anything you learned in Maternelle?
Jack – Learned loads of things, I don’t remember
Katie – In Y1 you have like counting up to 100 (shows picture of number square).
Me – you have to count to 100
Katie – yes
Me – ooh, is that tricky?
Katie - yeah
Jack – no easy
Katie – you don’t have to count to 100 it’s just...
Me – oh Polly’s got a question she’s a little bit worried she says she only counts to 20 will she be ok when she’s goes to Y1?
Katie – you don’t’ have to count you can count in 10s and 5s and em in 2s and here it’s like counting numbers
Me – oh and why is that on the wall then?
Katie – it’s like to know how to count up to 100
Me – so it’s to help is it?
Me – oh will that help Polly will she be ok with counting if she can only count to 20?
Katie – yes
Me – oh, good oh its ok don’t worry Polly, she got a bit worried then ooh oh dear.  Have you got one more photo each then? It’s up to you if you want to do one more or not Katie.
Jack – that’s the numbers odd and even numbers
Me – oh Jack sorry Polly doesn’t know what odd and even numbers are
Jack – oohh, these are even and those .....and ...and these are odd numbers
Jack – this caterpillar says (speech bubble on odd even number display) even numbers end in 0,2,4,6 or 8
Me – oh so that helps that’s good
Jack – and here says odd numbers end in 1,3,5,7 or 9.
Me – do you know something Jack I think you’ve just taught Polly about odd and even numbers thank you.
Me – now did you do number work in Maternelle at all?
Jack – yep
Me – you did lots of number work in Maternelle, what kind of number work did you do in Maternelle Jack can you remember?
Jack – I will look (looks at photos) no.
Me – Katie got one more?
Katie – I’m looking for.....it was .......
Me – was it a Maternelle photo or Y1?
Katie – It was a Maternelle photo (finds it)
Me – oh what’s that then Katie?
Katie – It was the computer I went on it a lot
Me – is that something you liked to do in Maternelle?
Katie – Yes
Me – can you still go on the computer in Y1?
Katie – em...no...like in 2 years / weeks or something your allowed to go on a computer room and there are computers and you go by partners and you choose games
Me – oh, but do you have a computer in the classroom?
Katie – yeah, but that’s used for Mrs.B
Me – oh you don’t get to use that one in the classroom?
Katie – no
Me – o.k thank you.
Me – now can you put your photographs into Maternelle and Y1 so Polly can have a look at what’s the same and what’s different about Maternelle and Y1? I’ll help a little bit.
Sorting of photos.
Me – o.k – looking at your photos then Polly would like to know can you tell Polly what changes the  most, what is the most different, what will be the most different things for Polly to get used to when she moves from Maternelle to Y1.  So looking at these photos what do you think seems to change?
Katie – well, erm, working.
Me – working
Katie – em were making more stuff like bird treats
Me – so in Y1 you’re.........
Katie – Making bird treats
Me – making bird treats
Katie  – And working that will be a bit different
Me – and working why is that different to Maternelle?
Katie – Because in Maternelle we like play games more not really like school
Me – oh right so what....did you like playing games or do you like working or do you like both, what could you tell Polly do you think she will like?
Katie – I liked Maternelle more than primary
Me – and why did you like Maternelle more than primary K?
Katie – you don’t have to work so much
Me – right o.k I see
Katie – But in primary we learn more
Me – oh you learn more, why do you learn more do you think in primary?
Katie – starting like big school
Me – o.k and what kind of things do you learn?
Katie – like, were starting were learning about the body and we have the like song ...skeleton song
Me – oh super, and can you...did you do any work in Maternelle? Were there any times you did work?
Katie – no, not much
Me – not much, and can you remember anything you learned in Maternelle you said you learn more in Y1 did you learn anything in Maternelle?
Katie – erm, well a bit yeah
Me – can you remember anything?
Katie – erm we were like learning counting up to like 20 or something.
Me – right
Katie – and we were counting in 2’s
Me – oh we did some counting in 2’s oh Polly says she’s doing that now that’s funny that you remember that. Jack what do you think has changed the most, what will be different for Polly when she moves from Maternelle to Y1, having a look at your super photos that you took.
Jack – so we will learn all the new numbers, in Maternelle we don’t learn odd and even
Me -  that’s right we don’t, will Polly like learning odd and even numbers do you think?
Jack – yep
Me – why do you think she will?
Jack – cos its counting in 2’s
Me – right is that something good for her to learn?
Jack – yep
Me – o.k anything else that’s going to be different is there anything else that changes?
Katie – oh yeah you need a pencil case
Me – oh why do you need a pencil case then?
Katie – cos were writing and colouring.
Me – right, so do you think Polly will like having to bring her own pencil case?
Katie – you need your own pencil and your own glue stick and your own scissors because erm...you cant...because Mrs B wouldn’t allow you any more cos it’s not like..you have to take your own.
Me – and will Polly like bringing in her own pencil case do you think?
Katie – yeah, so erm I think also you don’t get to bring it home.
Me – no, o.k, right then anything else looking at the photos that changes?
Jack – erm...we we have birthdays on displays like these
Me – yes, o.k
Jack – and sometimes we get mixed up and we ..well we don’t really get mixed up..well we really need pencil case and do you know why?
Me – mmm
Jack – Because we need our own things we can’t get and sometimes we lose things.
Me – right ok
Jack – And sometimes...and look we don’t play – wait...we don’t have these.
Me – what’s that?
Jack – that’s ...we don’t have a thing in front of our erm....class
Me – oh right
Jack– And we stay inside...
Me – and yes what was that called, remember what we called that in front of our classroom......the terrace, outdoor area.
Me – did you like the outdoor area Jack?
Both – yes
Me – yeah, why did you like that Katie?
Katie – cos it was like things to play with there, BBQ, the...like and with the house, and we were playing outside cooking sausages
Me – oh with sausages, making sausages on the BBQ. Oh that’s brought Polly onto something she wants to ask.  Is there anything that you think Polly might miss when she goes to Y1. Is there anything that is in Maternelle, or that she does in Maternelle, that you think she might miss when she goes to Y1? Or anything that you miss?
Katie – miss...playing a bit.
Me – playing
Katie – We don’t play that much
Me – you don’t play, now do you think that’s something that you could do in Y1 more if you could change something would you like to change that?
Katie – yeah we would like to change it.
Me – would you like to play all the time or?
Katie – maybe not so much
Me – no
Katie – but not too much cos we also need to learn
Me – ok, right oh that’s really good thank you that’s helpful for Polly
Me – what’s this then
Jack – it’s the computer we can’t play on the computer its Mrs B – look.  There are just 2 little dots on like that and when we click on them it makes a boring thing there....and this one means that we have to make a post with the erm...
Me – so you said you miss the comp....Polly will miss playing on the computer Jack. 
Both – yeah
Me - but she’ll get to go to the computer room will she?
Katie – yeah, but not often
Me – not often, oh, ok, I see.
Me – so now you said you don’t get to play as much in Y1.
Me – ok so is there anything about Y1 that you think Polly will really enjoy that you don’t have or you don’t do in Maternelle? Oh yes Tom are you listening (Jack moves Tom so he can hear).
Katie – Well I think when she …when its playtime we have ...like many things to do..,we can and we also have a horsey thing to ride.
Me – oh on the playground that sounds exciting, so she’ll enjoy the new playground.
Me – anything else Jack that you think Polly will like about Y1, something new that you do in Y1 that she didn’t do in Maternelle, or something new about the classroom or....
Katie – not much new the classroom looks a bit...looks because erm...all the games are tidied up in boxes because you don’t use them
Me – right, so you can’t get a game out when you want to?
Katie – no
Katie – so that’s why there all in boxes, but here it’s like out so we can use them (Maternelle)...and...and like Mrs B’s class they are all in boxes cos we can’t use them all the time.
Me – right I see, ok...right then just before we finish then can you tell Polly just now looking at your pictures and thinking about when you moved to Y1.  Can you tell Polly what it’s like moving to Y1. What does it feel like at first, what does it feel like now?
Jack – it feels like, gggreeat when we move and now it feels like...a bit boring
Me – so why was it great at first Jack but a bit boring now?  
Jack – Because at the first time it was ...happy and it was...funner but now it’s really booorrring.
Katie – yeah – because at the beginning we got to play like...just one or two…er…learning games but then we have to now work a lot and...get a bit used to it
Katie – no, erm the only thing is like I am getting a bit shy with speaking with Mrs. B, I don’t speak a lot with her
Me – oh right why do you think that is?
Katie – I’m still a bit shy
Me – so it takes a little while to get used to the new teacher does it?
Katie– yeah I’m still getting used
Jack – can I read a book?
Me – yeah well do you know I’ve got one more question Jack then of course you can if that’s o.k.?
Me – so will it be easy or hard for Polly to move to Y1 do you think, was it easy or hard for you?
Jack – easy
Katie – hard
Jack – (goes to reading area).
Me – ok Katie you said it might be a bit hard for Polly why might it be a bit hard for Polly when she moves to Y1?
Katie – she be a bit shy 
Me – a bit shy – why will she feel a bit shy?
Katie – she doesn’t know the teacher at all.
Me –ok is there anything that could make it easier for Polly?
Jack – I know she can do fun things and that’s what we (from reading area).
Me – what kind of fun things?
Jack – we ran around and we make good erm...material things and we made sort of photos like that.
Me – right
Jack – and we cut out some erm...little bits of paper and stuck them on a chair
Me – well my children are going to move up to Y1 in September, now is there anything that will make it either easier for them to get used to...cos you said they might be shy is there anything that could make that a bit better?
Katie – yes, when Mrs B starts like telling them what it will be like it will be changing a bit then they will find it a bit easier when Mrs B tells them what they’re going to be doing they’ll understand more what they are really going to do.
Me – ok, oh lovely and is there anything you would change about Y1 for new people coming up.  If you could change it is there anything you would change to make it even better?
Katie  – Erm I think I’d stay the same.
Katie – well, yeah because in primary I think it’s a bit like...getting a bit harder each day were getting harder work
Me – ok
Katie – and erm…we’re doing some listening work it’s like we have a like...we’re learning to do Easter listening so we had a bunny rabbit called Robbie Rabbit and we had to like draw things and if you don’t do right you don’t get anything you don’t get a sticker....you have to listen and then you can colour it in how you want
Me – right o.k, and do you like getting the stickers?
Katie – yeah
Me - yeah, o.k and what happens if you get lots of stickers?
Katie – once you finished your chart where you put stickers in well you get a certificate and....then you ...you get a sweet and...you get a little piece of paper...if someone’s finished their chart erm...
Me – oh and how do you feel when you get that piece of paper?
Katie – you feel happy
Me – happy, but you didn’t get that in Maternelle does that mean you didn’t feel happy with your work?
Katie – erm..we didn’t know that yet
Me – oh so you didn’t mind?
Katie – no, cos we didn’t know about it
Me – so is there anything at all you would change about Y1 to make it even better for you or for Tom and Polly or for new children coming?
Katie – the new children, maybe Tom and Polly... I would love like changing to turn it into play
Me – a little bit
Katie – but were not allowed to play a lot
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[bookmark: _Toc482524436]	Appendix I – A4 condensed booklet	
(Sample pages from a 20 page document). Black = children, red = parents, blue = Year 1 teacher, amber = Maternelle staffBehaviour / Rules:
*One child told me how it was ‘boring’ if you had to miss a playtime if you had been ‘naughty’
*The children told me about a behaviour book there was a golden book and a red book that you could get your name put in. The red book was ‘bad’ and Polly would feel ‘sad’ if she had to go in that.
*2 children explained that they were worried about ‘the rules’ in case they didn’t remember them / get them right.
*
Golden Time:
*Although all children told me they enjoyed golden time one child did explain how it makes him feel ‘sad’ when they have to work and another group is having golden time.



Limited Play:
*I am told that in year 1 they have to do work and can’t play which they explain is not really good for Tom and Polly.
*I would love turning Y1 into play. We’re not allowed to play a lot.

Perceptions of Y1: Least enjoyable experiences: Continued.
 (Question Link: What are children’s perceptions of Y1? What are parents / teachers’ perceptions of the children’s Y1 experiences?



                                                                                                                    [image: ]                                                                                              Summary:
Interesting to see the flip side of things, both different teachers and golden time featured as ‘most enjoyable’ experiences and now also appear here. Also the pride associated with ‘getting bigger’ by some parents also comes with the extra responsibility which can also make some children a little anxious.


                                                          	Play:
Miss: Jungle animals / playmobil / computer.
*feel not enough play now ‘If we do a little bit of play and a little bit of work we’ll learn things’
*Your children in Maternelle would like more play when they go to Y1
*Miss playing – would like to change that – but not too much cos we also need to learn. (5 out of 6 children mention missing play).
*free choice play 
*Time to play
Play areas in classroom / sand / water / role-play.
Creative Choice:
*Miss creating / craft area / painting / .
*sad because don’t get to choose.
*Better when I can choose.
*Not much choice of things. Would like more stuff to choose from.





Summary:    On 4 separate occasions a child whose parent felt he was bored of art in Maternelle has indicated that he misses this type of activity. Maybe he was ready for more ‘reading’ but does that mean he was fed up with too much art?
There is recognition from children, parents and teachers of both settings that children appear to miss ‘play’ – opportunities to play.   It is interesting that although some children do seem to miss play they seem somewhat anxious that too much play would mean they are not learning. They have a mature attitude in that they realise it is important to ‘learn’ but I feel they certainly do not relate ‘playing’ to learning.
Y1 teacher recognises the desire to play is still there in the children but feels somewhat constrained by curriculum demands, staff to child ratio and space in the classroom.
Exploration:
*’I miss finding time’ the finding out  area.
*science type experiments in an exploratory less directed way.


Group Time:
*Group activities / class activities.
* I miss ‘sitting together’ on the carpet.
*Sound challenge – large group time. / Putting up daily time-table – welcome time.
[image: ]more. Maybe she is happy to sacrifice enjoyable play experiences for ‘learning’ they maybe see themselves as older and wiser now than the puppets as they have been in Y1 for 3 terms.



Environment:
*Everything changes – chairs, tables, pegs on tables.
*Y1 environment – bigger.
*Less space in classroom.
*Maternelle seems more of a cocoon.
*Change of building might make them a bit anxious.
*Much bigger, huge open space – may be a bit ‘frightening’.
Outdoor area / Playground:
*No more bicycle time.
*Y1 playground much bigger.
*No terrace
*Different games for Y1 playground.
*Children might be nervous about not having familiar adults in the playground.
Play:
*We have to work, no play / More work than play.
*What changes – the playing and the working. Don’t play much in Primary and Tom and Polly will be used  to playing in Maternelle.
*No jungle animals.
*More games in Maternelle not really like ‘real school’.
*Only play at golden time.




Creative Choice:
*In Maternelle we decide what to do in Y1 Mrs B tells us what to do.
*Different because Mrs B tells us when we can use materials. (Get used to it / hard at first).
*You can’t really choose a lot of stuff.
*You can’t choose the paper you want to use.
Changes:
Link to question: What changes do children associate with the transition from Foundation Stage to Y1?

	ICT:
*Don’t use ipads in Maternelle
*Can’t play games on Y1 computer.
*Read on smart board but prefer real story books.

Work expectations / Structured learning:
*Maths is quite hard
*Biggest change ‘difficult work’.
*Gets harder and harder
*The playing and the working changes – don’t play in Y1 used to that in Maternelle.
*Drawing and writing in Y1 not just drawing.
*’working ‘ that will be different.
*In Maternelle we play games more not like real school.
*In Maternelle we’re playing in Primary we are working.
*It changes from a lot of play to not playing.

	
Teacher:
*The teacher is the biggest change because we have to get used to her.
*Y1 teacher not in playground with children.
*2 years with same teacher and then sudden move to a new teacher.
*Big change – children call teachers in Materenelle by 1st name and then in primary it’s ‘Mrs’ / Mr’


	Note for clarity; the categories included in this booklet were: Perceptions of Maternelle (most / least enjoyable aspects), aspects of Maternelle that children missed, perceptions of Year 1 (most / least enjoyable aspects), identified transitional changes, feelings towards the transition and transitional changes.

Teacher:
*The teacher is the biggest change because we have to get used to her.
*Y1 teacher not in playground with children.
*2 years with same teacher and then sudden move to a new teacher.
*Big change – children call teachers in Materenelle by 1st name and then in primary it’s ‘Mrs’ / Mr’

Teacher:
*The teacher is the biggest change because we have to get used to her.
*Y1 teacher not in playground with children.
*2 years with same teacher and then sudden move to a new teacher.
*Big change – children call teachers in Materenelle by 1st name and then in primary it’s ‘Mrs’ / Mr’

Teacher:
*The teacher is the biggest change because we have to get used to her.
*Y1 teacher not in playground with children.
*2 years with same teacher and then sudden move to a new teacher.
*Big change – children call teachers in Materenelle by 1st name and then in primary it’s ‘Mrs’ / Mr’


[bookmark: _Toc482524437]Appendix J – Large poster / individual child profile
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[bookmark: _Toc482524439]Appendix k – Child profile (vignette)
[bookmark: _Toc482524440]Child Profile – Isabelle
Maternelle Experiences:
Isabelle told me during three different activities that she particularly enjoyed playing in the play house on the terrace “I feel happy”, she explained, “Because I like playing in it”. When drawing what she remembered about Maternelle she chose to draw the cutting and sticking table with the crayons and cellotape on, and explained, “I like cutting and sticking”. She did tell me that she “sometimes in Maternelle wasn’t good at drawing but now I learned”.  During the 1st interview when I asked what she liked most about Maternelle she replied “arts and crafts”, and recalled combining drawing with sticking / collaging. She also enjoyed playing games on the computer and the finding out corner “because I want to learn about things”.
Year 1 Experiences:
Isabelle talked quite consistently about rewards when describing her Y1 experiences. During the guided tour she explained (in detail) about the sticker chart in her agenda. These were the individual sticker charts; when the children got 20 stickers they would get a prize. She then explained about the table (group) sticker charts on the wall “if we’re the quietest table we get a sticker”. When asked what she thought Polly would think about this sticker chart she explained “well it’s going to be difficult because we need to be the quietest table and can’t talk”, explaining further that Polly would maybe have new friends and she might want to ask them their names or something which would mean she would talk. She then reiterated to me again that “we need to be quiet”. Isabelle told me it was great to have stickers and she felt happy when she got a sticker. 
During the drawing activity Isabelle told me that if they were noisy they would get their name on the board. During the 1st interview Isabelle had told me that if they speak then they miss play times. However, she felt it was nice to stay in sometimes because you could finish your work (that had not been finished during lesson time). It seems that for Isabelle “being quiet” was an important part of the Y1 environment, but she also seemed to recognise how this could be difficult for children moving to Y1 (not necessarily for herself). 
Work seems quite serious in Y1 to Isabelle and she was aware of expectations of “doing it right” she was a bit worried if Tom and Polly would do the work right in their news books. If not, they would have to rub it out and start again (aware of consequences related to work expectations). 
Isabelle clearly enjoys learning and told me that she enjoyed Y1 because “I do more interesting stuff in primary because we learn more things and we do more things”. She then told me that they were ‘learning’ about time and that it’s ok if Tom and Polly do not know that yet because they would learn.  She does associate learning with Y1 when talking about not being good at drawing in Maternelle she says she has now learned, so despite lots of drawing / creative activities in Maternelle she felt this skill was learned / or definitely developed in Y1.
Isabelle was not anxious about having a few different teachers in Y1, in fact she said she preferred this.  
Isabelle seems to enjoy the work in Y1 “I like both, but I like primary the best because I like doing work instead of play”. Isabelle told me that she was “excited” about the maths in Y1 because she liked doing it. “We learn how to count up to a lot and its fun I liked adding up”. However, she also told me during a different activity that Tom and Polly might not like maths because you have to take away and “it’s difficult when they first come”. Does she find subtracting difficult, but addition easier, and therefore more enjoyable, did she find it difficult at first but now it is easier, or does she see herself as older than Tom and Polly (already experienced in Y1) and therefore better able to do the work than they would be? She does explain again in the photo interview that take away is difficult if you don’t know that minuses exist. Did she feel this was a new concept? She then explained that although Tom and Polly won’t like the difficult maths they will like handwriting as that is “easy – like in Maternelle”. She clearly sees work as more difficult in Y1 and seems to feel children just moving to Y1 would prefer easier tasks. 
Although Isabelle seems to enjoy the work and associated learning she also told me how she really enjoyed wet play time because she could play with the toys inside and she liked it because “we are allowed to play and at other times we’re not”. 
Changes
Isabelle seems to recognise that play stops in Y1, telling me you can only play at wet play time, and also saying that Polly would like wet play time because it “will remind her of Maternelle”. I think it is really interesting that Isabelle stresses the importance of children making the move to Y1 to have some familiar experiences that remind them of the Maternelle ‘play experiences’. When asked what changes the most Isabelle stated, “The playing and the working”; “they won’t play that much in primary and they’re used to playing in Maternelle”; “in Maternelle we are playing in Primary we are working”; “we don’t really play a lot we usually write”. During the drawing interview she tells me it is painting and playing in the Maternelle picture but just writing in the Y1 picture. 
She then told me that she could choose in Maternelle and she liked to choose painting and cutting and sticking. She says this changes in Y1 because “you can’t just make what you like”. During the guided tour she again says that in Y1 “the teacher tells you what to do and in Maternelle we can decide what to do”. Isabelle says that Polly will like both adult directed and choosing, but she herself likes primary best because she likes ‘working’. During the drawing interview she told me that “it’s nicer if we can choose because we make lots of fun things but if the teacher tells us we learn how to do it”. Again associating learning with Y1 and adult direction, but then interestingly she adds that because children all have different ideas they learn different things in Maternelle by copying friends and helping each other. She seems to be acknowledging the importance of both types of learning adult and child led. 
Although Isabelle tells me the Y1 playground is ‘new’ she thinks it is fun and does not see it to be a big change “it’s just a little chang”. 
Things she missed about Maternelle
Isabelle does seem to miss play as she really likes wet play time when she can play with the toys inside. She clearly enjoyed playing in the house on the terrace and did tell me she missed having a terrace. She told me that Polly would feel sad about not having the house on the terrace because she thinks she likes playing in that and she says she ‘minds’ not having this too, but then she quickly adds it is all right not having the terrace and justifies this because she does more interesting things in Y1 and learns more. So it seems ok to her that she can sacrifice an enjoyable experience if it means she will be “learning more”. However, when asked if she would like no play in Y1 or some play, whe said that she would like “a little bit of playing and a lot of work”, and she felt you should be able to play at certain times without having to get the most stickers (golden time).  Although Isabelle explains that she would still like some play in Y1 she explains that she is keen to work more as she seems to see this as a sign of growing up and part of growing up means more learning which ultimately means less choice and more teacher direction.  “I like working because I get quicker into an adult”. She feels Polly will certainly miss play and feel sad, but Isabelle sees herself already as more grown up, which is why she realises that she should ‘work more’ now.
Although Isabelle says that she prefers primary because she likes working, she does say that she likes both choosing herself and doing what the teacher asks in relation to creative activities. She gives a good description of both adult-initiated and child-initiated learning.  Isabelle also says she misses “the finding corner” and also stated that she liked learning about things in the finding corner, so she seems to see that learning can occur through exploratory play but still overall ‘work’ is key to learning.
Isabelle’s mum felt that sitting at the same table and not having the freedom to move from table to table was quite a big change for her, especially as it was right from the beginning, which she felt must have been a bit of a shock. She felt the sticker system was a bit competitive and could make some more sensitive children feel inferior. She suggested that this could be introduced more gradually, and she was “not sure child knows how to earn a sticker”. 
She felt Isabelle possibly missed the whole class learning activities – singing, performances, and group activities. Isabelle did not mention this specifically but she was very perceptive of the need to ‘work quietly’ and knew this could be difficult for children moving to Y1. She also felt Isabelle did enjoy the play and possibly missed the choice of playing with different things. 
She felt she did not really like painting in Maternelle and that this was the area she developed least in. Isabelle did also feel she was not too strong in this area but seemed to enjoy cutting sticking type activities (not mentioned specifically painting). 
Isabelle’s mum felt that Isabelle did find the jump from Maternelle to Y1 quite tough.  She felt maybe more contact between the two classes, more visits both Maternelle children going to Y1 and Y1 coming down to visit could help the transition:
There is a sudden need to learn in a more structured way which could maybe again be phased in more gradually. Maybe more pace and structure in the last 4 / 6 months of Maternelle would help. To make transition more gradual do not soften the approach in Y1 but learn more in Maternelle.
Clearly Isabelle’s mum’s perceived Isabelle to find the transition a bit difficult and in order to improve this for other children she felt Maternelle should adapt in order to prepare the children for Y1. 
Although she felt Isabelle might have found the transition difficult she felt she had ‘adapted’ well. There seems to be a mixture of expecting the child to adapt to the new setting instead of the setting adapting to meet the needs of the child alongside the need for the previous setting to prepare more, instead of the new setting building on experiences: “She’s got used to the structured discipline and now I think quite likes it in a strange way” which may indicate acceptance.
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Teacher related:   *2nd language teacher very strict. Feel shy with them.   *Not enough teacher attention as a big class and only one  teacher. Therefore less guidance.    *Difficult for one teacher with 28 children to quickly get to know  personalities / s trengths etc. o f children.  
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Outdoor area:   *terrace to play on / house on terrace / BBQ set /    One child thinks Polly (puppet) will miss BBQ but he himself  does not miss this.  Then a girl also thinks (different occasion  not together) that Polly will miss the play house on  terrace and  will feel sad about it but she herself does not miss this because  she does more interesting things in Y1 and learns more.   Maybe  she is happy to sacrifice enjoyable play experiences for  ‘learning’ they maybe see themselves as older and wiser now   than the puppets as they have been in Y1 for 3 terms.    
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